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Chapter 1
Expiaining this Revision

This book is a fairly complete revision of the paperback publication, Implemen-

ting Different and Better Schools, by the same author, produced by Campus Pub-

lishers, December, 1969, and revised in April, 1970. Though the book sold many
copies in its brief existence, covering 47 states and seven foreign countries,
and was continuing to receive good support, a complete reorganization and
approach was felt desirable, even to the extent of a new title.

There were three basic reasons for this need: one had to do with the general
mechanics——-organization of the material, repetition, and style; the second, and
one that should always be present in the ever changing innovative efforts in
schools, was the development which had occurred in education during the two years
it took to write and publish the voiume; but third, and most important, came from
the many requests to separate the "why'" from the "how."

The overall comments about the original book have been overwhelmingly supportive

in relation to the ideas, concepts, beliefs, and guidelines suggested. But more

and more educators, as related to change, are falling into three categories:

(1) those who still need to know why schools must change, or who want a rationale
for change to help convince their communities; (2) those who are ready for change

but who want some how-to-do—it recipes--what changes and how do vou achieve them;

’3) those educators who have had some experience with the newer revisions in the
schools and who now need to exchange their ideas, programs, and knowledge with
others interested in innovation, as a way of dissemination of information and
further reteooling.

These reflections led to this revised approach with the more precise title of

Creating Humane Schools. Section A is introductory in nature, designed to
explain the need for the book and to show in Charter *, thr - ' ' de -~viption
of one specitic school program. W' 7 sugges ' ,ons ir this _oox are p:cotical,

not theoretical. The icdeas wo work ia most situations and can wsually be imple-
mented in rapid, dramati-z fashicn.

Section B has beer. pullei together to provide answers for those looking for help
in developing. a rz—iomale for change. It attempts to explain why a gr=al deal

more innovaticn is still necessary in all the schools of the country. Cerctainly

those yet la.eled “"eonventional" need great revision, but so do those: currently
described as rhe 'iost innovative'; in addition, the dozens of institu=ic as which
achieved great chamge in the past, but which have now reached a platean, and
those schools or projects presently creating their own ipnovative progzams in an
effort to help develop an entirelv new educational system “or the Unit=< States
must seek —2w horizons.

Section C is a» attempt to prcwvide recipes, though this 2fiort is almc 2 an
impossibility. The field of education has no planned mechznism for act. eving
change. What is successful for ome innovator does not worl for anothe=; mnor do
the same tactics wnrk for the specifiic situation. Another reason tha:r recipes
are difficult is the time =2lement. Chapter 22 advertises 69 magic el=ents of
change. Whether there are actually only 6 or really 106 i=s not the ituportant
issue; the protlem is that to try to explain all 69 of the listed elements in
Fow-to~do—it recip= form could occupy at least 69 fairly extensive bor'ilets.
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For example, a manual on one of the changes, daily smorgasbord scheduling could
easily fill 50 to 60 pages of the same size found in this book. Each of the
slements are important enough to warrant that kind of attention. But wher one
~ries to work in a so-called innovative school, engage in some speaking and con-
sulting activicies——as always seems to be part of the reward-—-there is just not
enough time in the year, and the years go by.

What has been attempted in this revision is to identify some of the changes, both
general and specific, and some of the how-to-get-started ideas, and discuss them
in short chapters. Someday the opportunity may come to write extensively in all
69 areas to show that the concepts and ideas are practical and can be achieved

in any type school--big, small, inner city, suburban, exurban, rural--with any
type of racial, economic, or religious mixture as related to the students and

the community.

Each month new books, pamphlets, articles, and prcceedings are being published
about changes in education. More and more information is appearing with specific
recipes. The topics selected for this manuscript are those which seem to appear
most often during guestion and answer sessions with individuals and staffs
attempting change. Hopefully, more teachers and administrators at the "'grass-
roots'" levels will start to dicseminate the methods, models, and guidelines
already developed and in use in a number of schools; practical, workable sug-
gestions are one of the great needs in education today. One person writing one
manual cannot hope to accomplish the goal.

Section D, a summary, relates to the spread of information through a general
bitliography and some published descriptions of the school in Chapter 3 to fur-
ther show that the guidelines appearing in this book are practical, useful te s
for achieving change. They are the ones the author has learned over the past
twelve years of personal experience with the national change programs, and in
actu~lly helping to develop a number of schools which have been labeled "highly
inne .tive."

Previous attempts in organizing bibliographies have run the continuum from
attempting very specific listings under such topics as non-grading, scheduling,
individualizing instruction, affective domain, planning, evaluation, and other
similar terminclogies, to just a general alphabetical listing of books by
authors. In this volume, only two broad subdivisions have been attempted—-onse
a collection of those aiming more at 'why' change, including many from sociology
and psychology—--and the scecond containing these which aim more at "how,' with
emphasis on the type usually used by educators. However, so many books ‘''cover
the waterfront," as this one does, that it is really impossible to be accurate
without a great dzal of cross reference cataloging.

Further, no attempt has been made to include the excellent articles published in
such journals as the Kappan, Educational Leadership, Learning Disabilities,
Researcn Bulletin, Instructor, School Management, the journals of the secondary
and ¢lementary principals associations, the national monthly household magazines,
as well as other media adding to the growing library of books, tapes, and films
on change. Many of these, however, are referred to in the books listed in the
bibliographies in Chapters 24 and 25. .

Finally, this revision, though completely reorganized, and with a new title,
certainly makes wuo claim to be "new.'" Much of the content is the same. In

fact, many pages and some chapters remain intact. Often the material has just
Q
ERIC : 2,
o v

~



been shifted to a different chapter. However, the information has been apdat=d;
a number of new ideas and concepts are included; several completely new chapters
have been added; and the orgsnization has been streamlined to enable specific
information and recipes to more easily be identified. The original version was
written with the focus on the process of change; this effort deals more with the
mechanics of the innovations.

There is still some repetition. Ideas used as illustrations of why schools must
change are sometimes repeated in slightiy different form to describe how to make
the change. Hopefully, this referral to nreviously used examples will provide
continuity te show that in changing a school, those involved must understand the
"why," the "what," and the "how," and that theory is completely interwoven with
reality in the practical application and the everyday excitement of the new kind
of school.

The original version cof this book was written purpcsely in a smorgasbord approach.
Change is a smorgasbord; you start putting potato salad, cottage cheese, cole
slaw, beans, carrots, ham, roast beef, chicken, shrimp, and more on the platter
until it is overflowing; individual items are hard to find, and the entire plate
looks chaotic, but good, exciting, and inviting. However, for many their first
encounter with a smorgasbord is a frustrating experience. Thus came requests

for a book that would spell out in more detail how to achieve change through the
standard menu formula rather than through a smorgasbord.

This volume is an attempt to do that. These introductoiy chapters are meant to
serve as the hors d'oeuvre; the why section is intended as the soup and salad;
the how section includes the mezst and potatoes; and finally, the suvmmary is the
dessert. In other words, this book hopefully provides some help for those who
prefer the nine course meal to the smorgasbord. Both approaches are good--both
are needed; but regardless of which method one cheoouses to follow, there still is
no real mechanism for change. However, we are getting closer.

But more than anything else, this book is a plea for maxi-education. Dr. William
Alexander of the University of Florida has described present educational efforts
in terms of wcmen's skirts: mini-education, the kind we have had for many years,
like the mini-skirt, rovers the bare essentials, but leaves much to be desired.
Midi-education, those attempts made by the many team teaching, modular scheduling,
open ped efforts of the 60's, like the midi skirts, cover more and leave less to
be desired. Though these schools, which still form only a small portion of the
programs in America, are generally great improvements over the mini schools of

the past and present, they still did not and have not gone far enough. What

Dr. Alexander suggested as the next step was the maxi--a school which would cover
most all and leave little to be desived; maxi-education would find school programs
developed around humaneness, relevancy, options, and alternatives.

No public school in America is a maxi school yet; a few are trying to break
through the lock step of the mini and midi restrictions. Chapter 3 of this book
briefly describes just one such current effort. It is not a maxi school, but it
does indicate that present theory can become practice. The new ideas, technology,
and developments coming in the 70's will soon make the ‘school in Chapter 3 and
many of the ideas in this book very obsolete. We must all dream toward 1999,
hoping that by 1980 we can have programs which will prepare individuals not only
for the present society, but for living in the world of the 90's. The 70's must
pave the way; regardiess of how "inmnovative' a school now professes to be, it
already belongs in the pages of past educational history.

o : '
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The coming maxi school is possible. It is with this plea then, that all schools--
whether they now consider themselves mini or midi~~really begin further dramatic
retooling so that we can reach the present portraits of maxi education by 1980

in order to be prepared fer tremendous, fantastic, revolutionary change which will
descend upon education in the last twenty years of this century. The private
"free" achools are not the complete answer; ALTERNATIVES MUST BE PROVIDED WITHIN
THE PUBLIC SCHOOL SYSTEY. The 70's will see the trend toward open schools,

while the 80's will add vast technoiogical developments. The 90's will bring

an end to the current fifty year cycle, setting the stage for ancther round of
innovations in the early years of the 2lst century.

In the pages to come we are going to be discussing different curriculas, different
school organizations, and different human relationships. The focus should be on
the adult-youngster, adult-adult, and youngster-youngster roles, preceptions, and
relations. The adult will sometimes be called a teacher, or a consultant, Or an
advisor, or a counselor. The youngster often will be called a student, or a
learner, or a child, or a he or a she. These inteymixed terminologies should be
no barrier, for usually a concept 1s learned best wihen it 1s taught, cad there-
fore the learner should be a teacher. The importcnt factors are learning, the
enjoyment of learning, the learning process, and tbe human relationships which

are established between two or more persons who are learning together.



Chapter z

Those Who Dream

In 1943, Dr. Fred G. Bratton wrote The Legacy of the Liberal Spirit, one of the
truly outstanding interpretations of freedom and liberalism. He felt the volume
came under the category of ''mecessary," for in it he attempted to describe the
spirit for which the allied naticns werc at that moment fighting to defend; he
sought to interpret the history of freedom in its most critical stages.

Today America faces further crises--in its totsl society, and in the schools of
that society. Though these crises are perhaps not as crucial as defeat would

have been in World War II, nevertheless, they are issues for which we must seek
answers. The preseat schoolhouse in America needs to go the way of the dinosaur;
it is well into the period of obsolescence. But voys and girls still have a need
for something we call education. It is in this spirit that this pook is justi-
fied as necessary--it is an attempt to evolve a replacement for the dinosaur—--

to develop a school program--whether conducted within the traditional school walls,
or in another facility or area of the community~--that truly is significently
different and significantly better.

Schools are not the only part of the society calling for change. 1iIn the past few
years, America has witnessed many individual and national calamities. We have been
sorrowed by the deaths of the troops in Vietnam, by riots and shootings on college
campuses and bombing in cities, by accidental personal tragedies in everyday
living, and by the shocking assassinatiors of men like John Kennedy, Martin King,
and Robert Kennedy.

Each of these men, as have others before them, had a dream; they dreamed of a
better world, of a better life for those in need, and of a better nation for all.
True, they gained personal recognition and power, but this was not their driving
force; in no way can their personal gains balance the sacrifices to their fami-~-
lies and to themselves as they attempted to provide leadership toward a better
society.

Their Ideals, their Beliefs, their Dreams, which were sometimes criticized,
scoffed at, and even made the brunt of ridicule and laughter, and which some-
times were planned or implemeuted incorrectly, were none the less great goals
for the nation. The goals hLave suffered a setback, but they will not be stopped
by their deaths. 1t is up to :those who follow to see that the ideas become
realities.

We in education can in no way measure the problems of the schools with those

faced by the world as a whole, and those of the total American society. But

we do have demanding issues. The time has come for educators to dream again,

but this time to reach for newer, greater, and higher clouds-~-to dream of sig-
nificantly better schools. No longer camn we content ourselves with the kinds

of schools we have now in the United States. No longer can we content ourselves
with the snail's pace of change. We must do better, and we must make the improve-
ments faster than ever before.

And if we in education can improve, perhaps we can contribute ever so much more
to the dreams of those who envision a better America. Not only must we dream of

Q
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the future, but we must implement many of those dreams now. We must have a commit-—
ment to action. We must stop petty bickering about Carnegie Urits, B minus grades,
and the lengich of the lunch period. The time has come to dramatically change the
educational system. Vo must search deeply for answers as to how we can make more
significant contributions to ihe society. Giving students the ability to read, tc
compute, and to respond to examinations is not enough.

This book lhas been written for cthose who dream about better, more humane schools.
Further, it is a way of saying thank you to men like Dr. J. Lloyd Trump, whose
lifetime of dedication to the vision for better schools has especially inspired
many, many young educators over the past fifteen years; but even more it is a way
of saying thank you to those students and teachers at the Canyon del Oro School in
Tucson, Arizona, whose dreams of living in the most exciting school in Amesrica
were never fulfilled becauvse they were deserted by their school board, parents,
teachers, and administrators; additionally, is a thank you to those students and
¢teachers in Port-au-Priace, Haiti; Taipei, Taiwan; University City, Missouri; the
Lake Region of South Dakota, the Wilson School of Mankato State College, the ad-
ministration at Mankaito State, the author's audiences at conferences in 36 states,
all of whom have listened to constant criticisms of their slow efforts to improve
each day the educational experiences of Pete and Sally. It has been these stu-
dents, parents, and educators, in these communities, wiio have taken time to listen
and to try, who hav made the practical application of theory possible; to them
this btook is dedicatad.

The chapters which follow are generally aot about one school or the author's cur-
rent efforts in innovation, excepft where such comments might serve as a practical
example; rather they attempt to describe how teachers, administrators, school
boards, and parents in communities in every state in North America can achieve
rapid revision of their current prcgrams as soon as that need is identified. This
book does focus more on helping change the '"conventional" schools, but hopefully
it will help cause a renewal of energies in many of those labeled "innovative';
so many of the change efiorts, especially those which were among the early
pioneers, are now in a rut and no longer progressing :forward; many fine programs
developed in the early 60's, such as modular flexible scheduling, now face
obsolescence in the 70's,

From time to time throughout the book, reference will be made to a particular
current program as illustrative that change can occur in very practical situa-
tions; most of the examples given are only one avenue. For example, Chapter 3

is a description of the 1970 Wilson program. Hopefully, the point will be clear
that no one is advocating this specific approach as 'the answer'; it is only

used to show that the experiences the author has had the past twelve years in
perscnally helping implement innovative programs in Spain, Taiwan, Haiti, Arizona,
Missouri, South Dakota, and Minnesota, and as a consultant to over 200 other
districts in many states and provinces, experiences which are used in this bock

as the basis for suggesting to others possible ways to create more humane schools,
have received the practical test of reality.

No one is asked to agree with all the concepts, ideas, methods, models, or recipes
presented. The only intent is to convince educators and the public in general that
schools can change, and must change, and that improvement can be made overnight,
even in a "hard-core conservative' area, if educational leaders will put the inno-
vative efforts, theories, and research of the past four decades into practice.

Present conventional schools are among the most inhumane institutions in America.
Gmhey closely rival the prisons; the only difference is that after 3 p.m. and on

ERIC
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weekends we let the prisoners escape. Visit a prison, and then go immediately to
a conventional elementary school from 9 to 10 a.m. It is possible to have target
practice——even shoot a cannon down the halls; no one will get hurt. The warden
has ordered the guards to keep all the prisoners in their cells from 9 to 10. It
isn't exarcise time. Everyone knows that the only valuable activity in a conven-
tional school at 9 a.m. is reading; the special music teacher had beiter not try
to interrupt class during that hour; the specialist may end up in solitary
confinement.

A minority of schools throughout the nation in 1970 are attempting to create
humane alternatives. The reason these educational programs are undergoing dra-
matic overhauling is that it has become more than obvious that schools have become
inhumane institutions. The early chapters portray some of the questionable con-
ditions forced upon students over the past and present years in the majority of
schools. Later chapters attempt to describe a few of the steps that can be taken
to correct some of the flaws. The task of each educator is to determine how their
individual efforts can help create a more humane program for the students in the
public, private and parochial schools of North America.

Fortunately it is true that especially during the past ten years there has devel-
oped a growing commitment to change. But because we are moving at a relatively
slow pace in revising schools, the decision was made to try in this book to express
as enthusiastically as possible on paper, WHY schools must change, WHAT changes
must be made, and HOW they might best be accomplished. Unfortunately, it was not
possible to include many illustrative visuals which might have helped to explain

a number of the comments. Further, though Section C is marked as a "how-to-do-it"
effort, in this manuscript no attempt has been made to spell out line by line how
a specific school was changed; the actual step-by-step procedures vary from school
to school, are primarily mechanical, and with dedication and hard work can easily
be learned by creative members of the staff. For mnot spelling out such step-by-
step detail each of the 69 or more revisions under way in education, some have
criticized this effort as just another theoretical book. This is far from the
truth; remember this is an effort to talk about change by one who has been on the
firing line of change-—in the public schools during the past several years--and
who prior to these retooling days worked in conventional schools, thus providing
some subjective measure of comparison.

One of the biggest obstacles to changing a school is lack of a real commitment to
an innovation philosophy. This statement is not theoretical: many teachers and
administrators get impatient when change is discussed because they want to know
"how"—-~they don't want the ''philosophy." But usually these educators soon are
lost; they do not make the effort to really understand the rationale for a change,
and thus quickly say "we couldn't do that here," or '"we must move more slowly."
Before any change can be successful, there must be commitment: thus part of this
book stresses the why of change. Once educators understand the why, they can turn
to what changes should be made; after that, they are ready to study the how of
change, realizing that the how has two parts: (a) the process of change; and (b)
the mechanics of change.

Hopefully this book is all practical and not theoretical. Hopefully it has the
proper balance or blend of the why, what, and how. 1If the reader will consider
carefully all of the materials presented in the various chapters, the parts will
fit into a whole. There has been a very definite attempt to specifically and
generally describe both some of the processes and mechanics of changing individual
schools; the ideas which are presented are applicable to all age levels: the tra-

diticnal elementary, middle, and high school years.
Q
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Until just recently, for whatever value they might be, there has not been time to
summarize the convictions gained through personal s¥periences in changing schools;
unfortunately, those teachers and administrators who are now meeting the day-to-day
problems which develop when starting massive new programs usually do not have time
to write. Some of the most valuable 'how-to-do-it' materials are not on the market
today simply because those on the firing line do not have publication time and out-
lets. Most of the books on change currently available in the bookstores have been
written by college professors who are not on tlhe daily school production line, or
by principals who developed one program, wrote about it, and then went on to other
pastures, such as superintendencies, consultantships, college teaching, or private
foundations. Very few of the original grass roots "change agents''-—those princi-
pals, for example, who started a school in the direction of innovation ten years
ago--are still directing a public school. They have left the implementation of
innovations to those who followed them. Fortunately a few of the early leaders of
the 60's are returning to the battlefields for the challenge of the 70's.

as a result of the change leaders moving often, most of the so-called innovative
schools of today are merely replicating patterns developed by the early innovators
five to ten years agc. A specific example is the switch to modular scheduling.
The type of plan which Stanford University and Marshall High in Portland started
several years ago is not new, nor is it the latest, nor necessarily the best.
Tndividualized learning and smorgasbord scheduling offer much greater promise.

But all over America, schools are just new adopting modular scheduling as '"new."
Speeches given several years ago on large group and small group methodology, open
labs, unscheduled time, independent study, and open pod facilities are no longer
new. In fact, in many communities those speeches are far out of date; but, unfocr—
tunately, they are still valid in the great majority of schools and being used by
many to explain programs to those who are yet operating traditional programs.

The Nova, Marshall, Ridgewood, Walker, Meadowbrook, Granada, Melbourne, Brookhurst,
Abington, Evanston, Ferris, Fox Lane, Roy, Lakeview, University City, Thomas,
Oakleaf, Matzke, Canyon del Oro, and all the other explore schools--the early,
exciting attempts to change American education--as good as they were or might still
be, are already obsolete. These types of schools and their teachers and students
were real pioneers. They showed that we could change schools; they did not prove
they were better schools, but they did prove we could develop different, alterna-
tive ways of educating boys and girls. And their efforts will not be lost; they
provided the breakthrough to enable eventual development of schools which will be
truly significantly better. But these are not the kinds of schools we should be
developing now. We ought to be able to build upon their experiences and go far
beyond. We need some new types of pioneers—-to show that though many of these
ideas developed in the original staff utilization schools are still applicable,
they are now only stepping stones to what must come soon in a more humane society.
Unfortunately most schools changing now are adopting 1963 programs, when the focus
should be on the new developments coming in the 70's. Certainly the psychologists,
sociologists, and other observers of the current educational scene are not advo-
cating the 1960 model. Where are the 80's? How accurate is the Philco-Ford pro-
duction of the movie titled 1999 AD, when students may attend a "formal’' school
only two days a week.

The research currently being published, the efforts of Title I, II, III, IV, and
V of ESEA, and the findings of psychologists and sociologists are helping the
cause of change. Popular magazines are aiding by writing feature articles, using
the ideas developed by many of the leaders of innovative schools, but who unfor-
tunately were not heard under their own bylines because they iack a publicaticn
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outlet. TFortunately for education, these lay writers are finally talking about
the year 2000. As more schools begin to switch, as we implement the ideas of the
70's, the current literature will be badly in need of revision.

Why then another book on how to change a school as we begin the 70's? The reasons
are twofold: first, only 30 per cent of the schools have in some way moved into
the innovation stage, and most of those are just in the fringe stages. Probably
only 15 per cent of this 30 per cent are really deeply and significantly involved
in change. Another 40 per cent are talking about some changes; they are becoming
aware of the need but are sitting on the fence. The other 30 per cent are still
resisting change-—they are content with the status quo. The second reason for
this book is the great disappointment in the results of so-called innovative
schools; the results found in the 15 to 30 per cent who have a reputation for

new programs have not been sensational.

As educators have an opportunity to travel in America, many are immediately botl.
encouraged and discouraged. They are <uacouraged by the evidences of the growingz
commitment in 30 per cent o/ the 3"noz-ls to at least try some new ideas. More
schools are adoptinz modular schedilinc even though it is i:. a form soon to be
replaced by daily smorgasbord and c¢ail: computer scheduling or non-scheduling.
More schools :re building open classrocms, providing large :nd small group areas,
purchasing aco-ustical flooring, devel:ping huge resource certers, adopting inde-
pendent study. team teaching, non—gracing, teacher aides, azd new curriculum
materials.

Unfortunately, in most of these schools, in spite of the adoption of some mechan-—
ical and curricular changes, Johnny and Mary are not getting a much better educa-—
tion, or at least there is little evidence of it. There really seems to have
been little impact at the classroom level. Group-paced instruction is prevalent;
students still get D's and F's; we still have the problem of the in-school drop-
out; the ghetto and rural schools are reminders of failures; the suburban schools,
snug in their middle class A and B college oriented values, still are resistant;
in examining individual children, individual teachers, and individual classrooms,
the findings seem to indicate that in only a small percentage of the situations
has there really been a significant improvement. More evidence of better effort
is now growing in the affective domain; the cognitive has lagged, but it is
changing. We are finding it has occurred in some classrooms. The challenge now
is how to draw it all together; the research should be more related to the
affective and psychomotor patterns.

Fortunately, the few rooms in America where ithis exciting improvement has really
taken place have provided America with a growing cadre of educators committed to
the idea that schools can and must improve or cease to exist. Further, this

cadre is learning how to make changes. The task now facing educators is to decide
what changes really are an improvement, and then answer how we can best implement
them. We must stop experimenting with those innovations of the past ten years,

and move ahead to those beckoning in the 70's and 80's. The refinement of the

new adoptions of the #0's will come as we interweave them with those of the future.

As stated, one purpose of this book is to bring together the author's experiences
in changing schools the past twelve years to show that it can be done. In Spain,
Taiwan, and Haiti we had to innovate to survive. The existing conditions were
such that one could not run a traditional school. For example, in Haiti we were
forced to conduct schrol for everyone, K-12, from 7:30 a.m. to 12:30 p.m.-—-a total
five hour day. TForty-five minutes of .this time had to be instruction in French.

‘ 12



The author's whole concept about the length of the school day and the time needed
for each class or subject changed dramatically as a result of forced innovation.

In Arizona we developed one of the first daily flexible schedules in America. It
was in successful operation at the time the Stanford schedule was marketed. Stu-
dents ate doughnuts and had a great deal of freedom. This experience led to a
position as full-time comsultant for innovation in *the University City Schools,

a suburb of St. Louis. It was probably the only position in the Americzm public
schoeols at that time with no other responsibility than to help speed up the process
of change in the 13 elementary and secondary schools.

The next position in change was the wonderful oppcriurizv to move from a blg city
suburbia to a neglected rural state. The challeng was -there-—-to sce if the same
ideas and notions would work in a conservative stat= bex=t br financial problems
and previously isolated from the mainstream of educ=ticrial ¢=-elopment. There,
working in cooperation with the staff of the Lake Rizim Edu:=tional Planning
Center, with a tremendous array of national consultz.r Tilent., with the local
educators in that region, with the State Superintenden: 2f Pullic Instruction

and with the State University at Brookings, contributis :s wer= made to the devel-
opment of new concepts in innovation in South Dakota.. “: was= juickly ascertained
that all of the new notions in education were applicab.ie to T.ral states; only
methods of implementation had to be altered.

As this book is written in 1970, we are in the thirZ v=ar of :the challenge of
helping to chaiige a good conventional college laboracury schosl, PreK-12, into

a good innovative one. It was difficult to give up : full-time consultantship,
but some educators must work at the daily nuts and bolts implementation level.
Chapter 3, following, attempts to describe one of the many schools now making an
effort to reform education. Hopefully, it will help to inspire others to lcok
into the future, to dream a seemingly impossible dream, but then proceed to make
it come true. Help is on the way from the colleges, too, as a few are beginning
to graduate teachers trained to work in open schools. The need now is for more
public schools and universities to begin to operate 1980 programs during the
1970's. '
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Chapter 3
The Current Effort

The present Wilson program is centered around severa_ key wcrds: humaneness,
options, alternatives, relevancy, qualitv, and evaluation. Goazal related to
decision making, self-direction, self-imagz, and responsibility are primary.
With freedom goes responsibility, and courtesy is am often coined phrase. Even
knowing that a number of the staff will leave, that the school v .11 change again
in the near future, and that many of the present programs and I =5 will be out-
dated very soon, the decision was made to include a description o = the 1970
directions in this book as a practical illustration that massive, rapid change
can occur in a school if the desire is there.

The paragraphs of this chapter are thus designed to describe some of the 69 ele-
ments of change which are part of the current edition of Wilson. It is true
that this is a school laboratory funded jointly by the state college board, the
state department of education, and the local school district, with students
raanging in age from 3 to 19 (the old nursery school through seniors) mixed to-
gether under one roof, along with a constant influx of both pre-service and in-
service teacher education programs. But all of the programs and methods operate
cn the "average" cost per student for Minnesota districis and have been used in
“normal" public and private schools in the United States. The changes made can
be accomplished in most school districts; in fact, many of the ideas have been
achieved as well or better in a number of schools throughout the nation.

However, in this writing, Wilson has probably gone further than most any other
public school in the implementation of daily smorgasbord scheduling, student
selection of teachers and counselors, self-selection of curricular experiences,
the elimination of all required courses and report cards, optional attendance,
student freedom and responsibility, and freedom of choice for "elementary" aged
children.

On the other hand, the school has not developed the school in the community con-
cept to the extent of the Parkway type schools, nor has it become as well involved
in the lighted community school concept as has been the focus of several districts.
What follows then is a summary of what is in actual practice in the fall of 1970.
The rationale for these programs and the '"recipes' for accomplishing them follow
in Sections B and C.

To fully comprehend the present programs, and the impact caused by the rapid,
dramatic transition that took place (the same rapid transition is immediately
possible in parts of districts, and in schools or parts of schools all over the
United States, and will become increasingly true in the early 70's), it is
necessary to first back up to July, 1968, just two years and a few months prior
to this writing. At that time, Wilson could best be described as a good, conven-—
tional school.

It was good in that in general overall student scores were ''above average' on the
usual national achievement tests; a high percentage of those entering college were
successful; the parents as a whole were satisfied with the Wilson program; and
there was the same grouping of teachers as one finds in most every school--those
who were rated superior, many of whom had developed outstanding programs within
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the confines of their four walls, and then the group cf weak teachers Whg 4/ not
fit into the then Wilson program and probably should not have been in £%3°4/2g>
or at best in ti.at situation.

Wils~no was conventional in that students and teachers had to put up with al} the
ssual but completely unnecessary restrictions and rituals still in efféuy i rhe
majority of schools today. The elementary children were locked intc ”é%}fv
contaminated" rooms; the secondary school, which was in a separate parxf oX £he
building, had period 1, 2, 3, 55 minute school-bus type schedules. Théte¢ wFte
study halls, beils, hall passec attendance notes from home, and at ali 19815
the two great tragic evils oZ the present conventional systems: groupfnge
instruction and group requirad courses. The only opportunity to experthygly W48
that which an individual teacher chose to do within the confines of hif ¢} Mis
room, or in the 55 minute period, or in some type of back-to-back scheduiinﬁ
arrangements. In other words, it operated as a conventional public nedyphoFhooed
attendance area school. The teachers received little help from the coilgge,
either in pre-service or in-service education because the outmoded =Zegfhgt Eyu~
cation institutions and teacher certification requirements continued tf £§iRFOTCR
the traditional approach.

On July 1, 1968, a dramatic revision began which was to drastically a]fer vhe
above description. The effort was hampered by all the usual restricti®ysy W
money, no consultant help, no planned staff workshcps, antiquated faciliﬂies and
materials, and all the rest. But the new director came committed thag N ANZ T2
Wilson either had to become one of the most innovative, experimental, ﬁk&igihﬁ
schools in the United States, or it had to close. Fortunately, many of ﬁhg cPl-
lege administrators and the existing Wilson faculty felt the same. A di&&gtorial
decision was made, and that was to attempt massive revision as rapidly af ?Qsﬁiblg-
All the staff had in common among the change leadership who supported Che Jirec~
tor's decision was the commitment that schools had to be significantly hetgSy-
The first effort was to develop an ongoing program of innovation which th}d
attempt to implement and interrelate all the new, imaginative, excitipf ANplePts
in education. From the initial discussions came Wilson's magic list of b6y q1e-
ments of change, listed in Chapter 22. The following paragraphs descyiye 40pe of
these currently in operation. More detail on how to implemeat them ig giV@Q An
Section C of this book.

The major emphasis at Wilson in 1970 is in the area of human relationgs Yg M~
plement a humane school, students at Wilson choose their own instructglg hg%ed
upon six "'match" factors: personality, perception, age, sex, interes¢s ﬁhé skill.
Teacher and student images and relationships that really match are still m&asing
in most innovative programs built around team teaching, nongrading, apQ £lgRible
scheduling, and they are certainly missing in conventional programs wpy e Apiln~
istrators make decisions on required courses, and students are either haﬂq Qy
computer assigned to classes on the basis of even class size and conf}icf\fbge
time schedules. Positive motivation and self-image, daily success, ap syg i
direction are more important at Wilson than the study of subject mattgl,

Students also select their own advisor-counselors. The school no longQy h4Y the
traditional counselor assigned to 300 students. Each consultant (teaoher§ 1g
being trained to be a counselor-advisor to small groups of 12 to 15 s¢\g&y#Y Who
select each other on a mutual desire basis.

The adult-student match is the single greatest change made at Wilson #2g WA dong
more to create a humane school than any of the other 69 changes. The YgWg/u¢S

Q
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and tf¥chef N icrsonalit¢§s muét Match to the extglt thay khey Qa7 diSQh¢%) V7 Ruf,

hug, Kgs, -  makeup. ¢ Wis kind of relationship isy '\ theves posiy, « 1/Rrf~
ing 1% ghef'. - The sam¢ 34 tFué for Perception. The s\t st pery 2 ghe -
the t8iche? porceives RN A% Ref to be g "great iy i Yye feacher By/w v/}
the sthgepf 25 a "dumb }itﬁl@ idiot," oy if the studept %\9 that opiniy, A

teachlrs Py prion, afl AN lost,  AZe makes a Hsfaran/\, some studey,
grear Witp L.e "young s/ ,f%y iR the ShoTt skirt," byt of Shis voment y -, Iy/s
some fgd # Vgrandma," Vg iS IMportang t00; Soft Studef Yy nfed all fy s
teachflg, 0 some it do¢§n’h matter, byt some ne2d all /i ,5; Sofe MELY gt%qeh
studeftg pf8d Dad, yet MgF 11 brimaXy schools provide Ay toms. Imp/t 8¢ Ae
a factyy pfyps that the \ MRt Yeally excited gbout bhtfxffli69~ﬁﬁgﬁt AN
matcn®Y wifh a butter:ly ¢Pycher, not ope who cat't stay’ yOa colistrigy/ s
monke’y, 2N guinea pig/ A the voom. pnd, of courSe, ¢Hlyl is includy/y &7 3t
the oB\iest wants to reh AVt & motdr, it is helpfyl iF ghe adult av flbys
knows something of this Y,Plo+ How many schools really fygsider all ty/yy cfhc al,
humap® fa&t“fs apd allof’7 sf\léentg and tgachrs 02 flnd t?f\& mltyally beﬁ\{lga’ﬁl
humap velzlonship.

This Perso™1 touch in ﬁh@ y#leCtion Of thelr teltheys gﬂq cotnselors lf%ﬂg £
persoMy1iz8q Programminf. NoPefully sgch studept sqlecy”, with help § /20 tyA
adulrS st Swool and hif ,F POr parents, s Progran that 2\ relevamt to A gt
1odiviqual ar this mome\ 4y tMe, Stydepts plaft their Qg cOurses of Ay Wy
there are 20 "teacher tAGHt and schovy required' type ¢ pourses. Thy yaytutla
for ¢iwp U is develPh,4 fhrdugh ingividual cOnfarens®y, Stodents A vy

thei? own lestning areg?, the tRacher yitp whom they cap yelste, and mght ik
apProPriat® to their ipFyy8s#S 3nd neegs. Each IndlyigA| is wilques p2nshgMstry
wore d pCre validates tp& Mtlon of individual needs, A\yserasts, abiyMjrg> #nd
desirSy; these former oA fes Bave beey written dnte prplicslly every AR A
textyOok pWhlished in Ay cfUtUry, bur upfortupltely, N4l Row have 4 pSes
clichQy aﬂd seldom actyAlyY NAVe peen yealities in tpe ¢Q50°1S and 61§9ﬁ§ﬂ“ﬁs'

A5 a Yesutl of these coMyytwANLS, there are no ySquiyeq Y asses, even ¢y tpd
"prifyy sRe" children, pRepudance iy Oprional; an oPef oAupls Policy AR YRS
lowed+ gfients Can go WMo a8Q sleep if nothipf rajevsy is offered AE 3y
To st}chsgﬁhllY jmpleme®\y t thege noplons. a pOlicy Qi \E{j—néc‘w ShOPPi{/g Ay
£0110%d. students cop® ¢ AthOol and visit the wany o/\yers of study WAy are
aVaiiihle/\thOSe tradiglb¢§l1y known ag arts music, ChQ/§Ef AT 5, math/mQﬁi&S,
and 2lgve? others, but W FW at Wilson have now Deéy me/de ingo five y\gf\§Qg
team? tit}Nd the CreatiVyy EADFSssive, Systenm, Oc‘mbiﬂatf/\h and EnVifohMQhﬁﬁjf
Teams g¥ldents may syl 30 Ay sifgle area, oF iy ay/ oupination of VAR
discHd insty or mulriqilcFdidlusly approaches the¥ £ipd ¥ intayest ang Vglyso
HopefWly the next few Yofts WAl wituess great devejop/Vyt of dnterzyyrey
learMpe 20 that the 143 Of the five gegms will be pr&\vEd By more m/§h¢h¢£u1
combAiNgriPNs. Wilson P VpArfed, witp the ulgfMaty 8¢/ of having oy vy
intefbelafﬁd learning é%hpgi inStead of a Compaftmehgal¢§gd s0hoo0l of %&pﬁf&mentB
and A\, jefls-

in wi\dow,§h°ppiﬂg, the s;qégnt obseTyvegs what i5 beyp) /Qne vy others, look/ at
the Mrerhals, and has ,Alvidual integviews with the /hgultants (AN
If M co™Myltant can P\1f ¢9gB8st a program whith sesy/ gppropriate, /Y Ay tpe
stud®¢ A\ suggest and ¢#ViSe his oWy, of if a Qo ing A n 0F Studeny 1,4
teachyy 19438 seel to fit Yo8ether, the student tan 5837\ to Work immefigt@}ﬁ.
1f pPYWhwiph seems to je?l, he c&n contigue to window ghef gn that centyf gT N
any % tpf other areass FheTe are no paximum of pinimg? gumber of cop/\yArttn
of ncmurgeQH a student Wa7 take, nor is there 5 lim1; 0 ﬁhe qmount oy \jme/
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He may tzke two coub/\g (ﬂb "exp@riences," which is really a better word than
"wourses'” in the Wil/\w wi10sophy) in depth, cr may be selective in ten. One
Pugsult may be follg/\& £/% Ay erhaustive four weeks, or it may only be scanned
£fyg Ffouy weeks; it Q/\L@ YN\ Apgvestigated for 18, 36, or 66 weeks——the student
Pugsues the inquiry \v1l Vglisfied or until time and other interests lead him
ty quest €lsewhere- \y PN School £ylly develops its 12-month program, there
{41 be po need fol /\y £/WwAl yegistration other than an initial one. As stu-
deﬂts switch cours®y \dw /Mghin 2 team, the rearrangement is handled through
Fhﬁ team., If a stuq%\¢ fMpRes feams, then an individual drop-add procedur:z
ﬁs provided at the t%\J gA\ited, Thus, the staff always has a "count" on
eArolliment.”

S¢pdent progress iS f\ lhﬁt@ﬂ in terms of learning objectives set through con-
feﬁences with the 1 \f“cfbf%, and with the parents whenever they redquest in-
formation or inwvolv ,\/t_ Popafully mych of the insight intc student progress
ig gained through “dé\ﬂﬁr tzbla" chats with students at home; but when teacher
Persbectives are dyy \/Q, tP8y aTfe readily available by merely requesting a
Qoaferenca or waitly /Qr P8 written teacher evaluations which are made avail-
aple sevéral times 9 $/§f‘ To hbe& able to respond to the parents, the areas
heing pufsued by thg \%\dﬂhﬁ are recorded by the advisor~-counselor and are kept
Qy file 4im the centy l VS¢Ageut folder. Their studies are readily changeable;
Spadents may start gy /§g? /urges whepever it seems desirable--whether November
Qr March or August. }ﬂ% Cysrricyls is self-developed on a continuous progress,
Y lf-paced approaah; \ﬁ%{e #te pnoO magic semeSters or quarters Or report cards

A d obviously no fiﬂﬁl \yAug. ANd there are certainly no '"4th" or "7th" or
'10th" grades. Sty YA Af many ages work together; the appropriatenmess of the
nix is the criterioy' /Ny tP'e number of Yyears spent in school.

Y us 4 pTogram is iﬂax/i&?aily diagnosed and prescyibed by and for esch student.
Y ese diagnqsis/pfgg\§%h¢loﬂ elgments take into account student, parent, teacher,
Yunselor, and-sociyy), 1gPufs. Theoretically, a studemt may take, and many do
byrsue, "anything Y, WwsAt." There are no graduation requirements other than
jyst general guidelyNQf (8gf ChaPter 15, Section C) over a 3 to 5 year periodi
hgwever, these are g \/ g§ideliﬂes and are tallored to fit individual students.
O¢ten ip practical g/ ﬁfﬁﬁloﬂ, the student choice is made and modified through
bgrent infiuencess /\ﬁﬁh/§ And counselor suggestions, and some colleges and
@mployers who demay v \ﬁloﬁ card (trapnscript showing a diploma with certain
yguraes).

¢ students follo®w /\Eﬂiéioﬂal yegtrictrions, it is their choice. They are told

vg the alternaciveys thyS Can gamble on a future job or college based on maturity
gypd other factorss / @ﬂ /3p go tO a jundor college or vocational school; they can
join the army or Zq Mﬁx{ieds of make other personal choices. They are told many
vglleges no longeT /\vﬁ Mottt four years of English, three years of social studies,
ard two Years of £y \iﬁh lgNguage. But they are advised that some still do, and
tpat 1f they want t/ L8 XER, they should take all the ''mice" courses. To grad-
wite from Wilson, t%\vgh’ they can major in "basketweaving" if they so desire.
Y41s0n gstill gets \va #Ald and does give regular Minnesota diplomas so they are
net “21d up in they fqtfbg decisions by lack of a piece of paper. Many state
c¢olleges have open \g“1¢mgnt policies, so no student is denied the right to
artend college, chQ/§V t"\ Choice may sometimes ba more limited.

Younger Students hﬁ/\ ty2 game choice and follow the same program. However, at
atl levels, if thQ \VQQ} ?83l1y feels the student is making a tragic mistake,
tjle student can be \¢“if$d 10 take a certain "course.'" For example, a five year
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old usuyally needs a great deal of motor developmert. Wilson tries to make the
prograwm sO attractive that all who need it will chocse it; but if a poorly coor-
dinated student does not choose motor development, and if the staff is fairly
certaip that this is an emergency crisis (the surgeon may make a decision abcut
an unconscious dying patient), the school will szep in and operate. At this
writing, the staff feels that some, but not all, traditional grade 1 students
need a Portion of their week structured during the "fall quarter,' with a truly
balanced gvoup diet for the first few weeks of the "year' to help them learn to
make dec’sions; however, the majority of each week and of the early years, they
still phave f-ee choice based upon individual considerations. The same could
again oecUy at periodic times during their 14 years in school if students and
staff felt this desirable. However, at this moment, 211 students at Wilson have
a completely oPen program. If the school does ever return to requirements, it
will certainly treat all subjects as equally important. For example, never
would the staff decide that four years of English must be taken, but no home
economics. BeCause of the importance of child growth and development, home
economics for both boys and girls would be one of the first requirements. Thus
if requireménts were imposed in a traditional high school, perhaps one year of
each of twelve areas might be required, but whenever selected by the student as
being meznjngful and relevant at a particular time of life. At present, though,
the optional choice pattern is working quite well, but the above could be recom-—
mended for a school wishing to start more slowly, or for one of the school-
within-a-school options which are being developed in the better high schools

in the nation.

In the elemeéntary years, placing the 6 year olds in the early childhood center
as part of the 3~4-5-6 and some 7's program works well. 'First grade' students
can then havVe more structure to start but gradually wean out as individual
readipess occurs, which might be at any age. Some will still need amounts of
structure at age 7 and 8, while others are quite independent at age 4., Each
school must decide on its amount of openness for young folk; the basic decision
may be geheralized for the group, but must be decided specifically on individual
needs. The same applies not only to younger students, but to older ones as well.
A decision must be made whether to let the traditional non-reader 5th grader
avoid Teading uptil he selects it, or require it when the prescribers deem it
best.

Most days studentg attending Wilson select from the daily smorgasbord schedule.

It tells what foods are available on the menu fcr that day--what fruits are in
seasopt. Many actjivities on the smorgasbord are student planned. Because all
activities are optional, the daily program for the student is in most cases
determipned by the individual student. The only reason for a "schedule" at all is
to let stuydents know if any special events are being offered, or if any areas are
closed, or if a consultant would especially like to see them, or to indicate that
a group has been scheduled to meet for some specific purpose. Only about 20 per
cent of the activities need to be scheduled--otherwise the menu is really not
needed. The schedule is developed daily by four persons; students can help
schedule, but usually these are teachers and paraprofezsionals who serve about
three d4ys a Month each on a rotation basis. It normally takes them about one or
two hours a day to construct the schedule for 600 students. There is a part—time
clerk and a vart~time administrative coordinator to handle ongoing schedule prob-
lems. The daily schedule aud individual biochemistry demand that food service be
available all day. The assigned lunch period at a specific time has beer replaced
by ap eat what you want when you want philosophy. Flexible food service is impor-
tant in ap oPen, Personalized school.
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Wilson features individualized learniug and phase teaching. Once a student has
chosen art as part of his personalized program, he individualizes his pursuits
within the field of art, cr through interrelationships with other fields, such
as in a combination of other "subjects'" within the Expressive Center. Absut 85
per cent of the day the student follows his own individually chosen schedule,
although this is not rigidly fixed anc varies from student to student and day
tc day. This 85 per cent is only a guideline; during this time the student 1is
often in informal groups formed through individual needs and friendships, but
not requireéd or scheduled bv the school.

The most important of the five phases of "instruction'" at Wilson is the one-to-
one tutoring or conference between student and instructor. The curricula for
each student is determined this way and is followed by many tutoring and con-—
ference sessions. These can be scheduled by the student and teacher whenever
both are free and do not appear on the "master" schedule for that day.

The second phase involves open laboratory or open studio. This simply is active
involvement by the student in some phase of his study (painting his picture).
Wheu this type of opportunity is available, which is usually 95 to 100 per cent
of the day, the schedule merely reflects open studio under the 'art center"
column-~the student can go there whenever he desires. Closely related to open
lab, but of less active physical involvement is the third phase, that of inde-
pendent study (an example would be reading or listening to a tape in the Media
Center, or reading poetry in the Creative Center). This is usually open to all
students in every area most days; occasionally there may be some type of conflict
which would close this possibility for some part of the day, but other areas are
always open as alternatives.

The fourth phase is small group. Groups still play a role at Wilson but are only
scheduled when students or teachers feel a need for them. A small group to dis-
cuss the topic of student unrest could meet when background study or interest
indicates that such a session might be of value for those who would choose to
attend. No groups are automatically scheduled to meet so many times each week

at some specific time. The fifth phase, large group, is of the common thread
variety and is an example of the specials on the daily schedule. Perhaps 3
well-known artist is in town and agrees to discuss his art form and demonstrate
some general techniques to a group of interested students for a short period of
time during the day.

Thus, the daily smorgasbord schedule—-a little ham, a little turkey, lots of roast
beef, several salads, lots of milk, blueberry pie, and others~-are offered each
day or on some days for students to select. 1t is rather embarrassing, by the
way, if no one selects the music pie designed by Mrs. Jomes. It usually indicates
probiems, and Mrs. Jones often offers herself right out of a job. Attendance
still remains optional; if there are no students, there is no position for

Mrs. Jones.

To operate such a program, a great deal of team planning and less but essential
amounts of team teaching must occur. Teachers must talk with teachers about kids
or the entire program collapses. An attractive physical environment is of value,
ton. Wilson has carpeted some rooms, has plants and animals in some, and has
brightly colored red, purple, green, Orange, yellow, and blue walls in many.

Wilson tried to operate on a modified differentiated staffing pattern-—-doctors,
nurses, nurses' aides, technicians, and candystripers. The school program is
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available on a volunteer 7:30-5:30 plan——consultants and kids come and go zs they
desire each day; no one is required to spend that amount of time in school, although
many do—--and not just the athletic teams. Wilson is trying to become a community
school, open 24 hours a day, seven days a week. Rigidities found in the state col-
lege system prevent this at present, but the school does operate on a twelve month
basis now, always open for study except for two weeks of winter vacation, cne week
of spring vacation, one week of summer vacation, and three weeks of fall vacation.
These match cullege contract periods.

The twelve month idea is one of the most successful. Students are encouraged to
attend 170 days during the twelve months for purposes of state aid, but otherwise
can come and go as they please. They can take vacation in November or January, or
August. There is no reason for students to attend school only from September to
June. Some parents can best take their vacations in January if they work in sum-
mer trades or tourist areas, or if father is low in seniority on his job, or his
"siack'" work is in October or February. Some families never get a good vacation
together because of traditional schools and their insistence on September to June
eprollment. Wilson students have a continuous, self-paced individualized program,
so nothing is missed if they are absent; they are encouraged to go duck hunting
with Dad, even on a '"school day."

The foreign language program at Wilson has great potential. Students are encour-
aged to take several hours a day of Spanish and/or International Studies.
Immersing oneself in the language over a short period of time seems to make sense.
As many as possible go to Mexico for six weeks or more each year. Spanish is
difficult to learn in Mankato, Minnesota. Plans are now underway for similar
programs in other areas of the world.

Students should be outside the school walls as much as possible. Therefore,
Wilson students take their psychology class by working three 40-hour weeks at
the state mental health hospital; they work in local offices; they take social
studies while on vacation trips with their parents; they study by working in
local city government offices—-all these not for pay but for "experience comple-
tion." Wilson hopes to move rapidly with this concept in the direction of the
example set by the Parkway School in Philadelphia. A twelve passenger van has
been purchased to speed up this process.

The five year olds are in school all day long and self-select on the daily smor-
gasbord as dec the older students, though on a more supervised basis. The three
and four year old programs are limited again by lack of state financial support,
but Wilson has one-half day programs for each, merely by taking the money out of
the former high school allocations. There are no elementary, middle, and high
school divisions. Wilson is just one non-graded school. The various learning
centers house students traditionally Pre-kindergarten through 12. It is not
possible to really intelligently separate so—called '"5th graders' from '"6th
graders" or "9th graders" from "10tn graders," so no attempt is made to deter-
mine such false distinctions. Various age levels study together in the same
facilities at the same time. '

Research and evaluation were weak in the first year of operation at Wilson. The
second year, plons were implemented to develop extensive horizontal and vertical
studies of both short and long range duration. A research person is now on the
staff for "inliouse'" evaluation. The College Office of Institutional Research has
taken charge of "outhouse' evaluation. A research committee for the school has
been formed. Graduate students will do their thesis work at Wilson. Studies in
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the affective, psychomotor, and cognitive are being undertaken, with emphasis on
the first two cf these three. Hopefully, by the end of 1970 and each year after
that, some significant research and evaluation results will be available as a
further contribution to the changing educational scene. Research and evaluation
have been extremely weak or non-existent in most school districts in the U.S.
Wilson has committed itself to try to correct this flaw; one of the things
learned already is that more innovation isg needed in evaluation; the "'old tools"
don't really measure Wilson.

The school administratively operates through a Support Team or "Board of Direc-
tors." One person serves as a Resident Consultant and is in charge of the plan-
ning center; another individual is Director of Research and Resources; a third
person is in charge of the Program Center; a fourth person is responsible for
the Person Center (for counseling and relationships): the fifth handles the

Admi istrative Center (budget, scheduling, and facilities). There are three
assistants in the aress of media and evaluaiion. The five "directors' are full-
time autonomous persons who make decisions. If a "yeto'" is ever needed, it is
wielded by the Resident Consultant (traditionally the Director). These persons
make decisions in their areas, function as a coordinating group for the entire
school, liasons with the learning centers, and work with the various learning
teams in small groups. Large group faculty meetings are almost non-existent.
The learning teams (Creative, Expressive, System, Communication, Environment)
make daily decisicns at the student level as related to programs, and students
make individual decisions about their studies and group decisions through sev-
eral types cf student organizations. Parent, faculty, and student advisory
teams complement the entire design. Parent Znvolvement in the school program

is greatly desired. But even more necessary is student input. Students help

to make decisions at all levels, not just about Saturday night dances; student
involvement is one of the keys to success in changing schcols. During the first
two years the above administrative structure has been revamped and revised many
times as the need arises, and as new programs, development, and bettrr percep-—
tion become availzble. TFor exemple, at the moment students are finding little
need for student committees or councils, for almost all their needs can be taken
care of on a one-to-one or small gr.up basis with the consultant, advisor, or
administration. The faculty, too, is finding less need for organization as their
concerns can be handled in the same manner-

However, one of the reasons for a planning or design team or a board of directors
in the school, the delegation of authority, parent and student involvement, fac-
uity decision making, and the desire for parent, student, and faculty advisory
teams is the effort at Wilson to create an organization which will provide for
continuous innovation, experimentation, research, evaluation, and dissemination
each year the school is in existence. Unfortunately, most of the 'name' inno-
vative schools of the 60's have leveled off or have revarted. They have stupped
too soon~-they have not gone far enough. They have not continued to be a leader
in change. Some schools must continually go "off the deep edge." As the orig-
inal "change agents" leave, there must be a mechanism for continuing to develop
new programs.

Change is no longer a theory, nor innovation just a "bandwagon' effect. Any edu-
cator with a little creativity, 26-hour—a-day efforts, and external support can
accomplish the task. The problem has been to find enough leadership--with the
proper support--willing to go beyond current programs. When that combination

has finally been achieved in a few places, the leadership has usually moved on

to "greener pastures' before the project has reached its potential. More money,
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better positions, enticing geographical locations, potential future, cr just
"battle fatigue' have led to the loss of key staff members in almost every inno-
vative school. The replacements have often come lacking the training to step in
and continue the ongoing efforts; they have maintained the status quo, but many
times have lacked the same ''go-power'" as possessed by the originators of the pro-
ject. As a result, education must wait for another "new model" to develop.

Wilson is another one of these efforts; it could plateau or regress as others have
if it fails to capitalize on all that is now known about changing schools (much of
which is included in this book or in books listed in the bibliography), or if the
school is cut back by legislative economy drives, or if the present director or
college administrative officials who support the project leave too soon and are
replaced by less committed personnel. The early '"change agents' have been a2 rest-
less breed; in many ways this has been good as they have moved and helped spread
the notion of better schools; they have sought new challenges; but at present the
innovator ranks are thin. To keep the innovation projects under way, we now need
"place" change agents (those who stay in one spot for some length of time), as
well as '"'career" change agents (those who move often). Some must continue to move,
however, as few in America are yet willing to take on the tremendous task of rapid
revision, and unfortunately, the current revisions in most schools are still in
the beginning stages or have only been surface or organizational innovations
(modular scheduling), so the impact cn Pete and Sally has not really been very
great in most schools. One of the great needs now is for ''change agents" with
experience in innovative schools to invade the college of education in order to
change teacher education and prepare consultants for Wilson type programs.

Realizing that we now do know something about changing schools, and that many cur-
rent efforts never materialize, the Support Team type of organization at Wilson
has been established in an attempt to make this a long range project, as the cur-
rent director will eventually leave. If Wilson continues to be successful, and

if the legislature does not closé or completely revamp the lab school arrangements
this year in Minnesota (a strong possibility), more specific details of "how to do
it" will be written about the various programs. If Wilson fails to maintain a
viable alternative in the future, it still will have made a tremendous contribu-
tion to education by achieving fantastic, rapid, immediate success, further proving
that many other approaches are possible in education~-that different and better
schools can be developed.

Most schools have looked for cookbook recipes--they have wanted the '"how" before
they got the 'why." Other schools have discussed the why so long, they never
have reached the how stage. Hopefully, the Wilson School is a blend of the why
and the how; hopefully, too, Section B and C which follow are the needed blend
and of some value to the reader. There is much explanation as to why schools
should change, but unless a staff understands the why, all the hows in all the
books won't be of any value to that staff. Most schools use the lack of how as
an excuse not to involve themselves in massive retooling when failure to compre-
hend the why, self-satisfaction with the status quo, and lack of commitment
usually are the real culprits. The mechanics which are covered in Section C
come easy if there is real desire.

In the final analysis, if a staff is truly going to create a significantly dif-
ferent and better humane school, they must take suggestions frem consultants and
books; they must look at their own strengths, weaknesses, and interests; and
they must look at their facilities, materials, and financial resources; and then
they must determine their own pattern of change. There are many guidelines, but
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there are not foolproof mechanisms available at present to insure successful educa-

tional change in any community. Through Wilson type efforts, however, we do know

one thing: schools can rapidly and successfully change and become better schools.

The Wilson program may fail in the long run, but it currently offers itself as an

"idea center.” If enough schools attempt new approaches, surely better ways can

be found to educate youth.
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SECTION B

WHY INNOVATION AND RESEARCH

DEMAND PRIORITY




Chapter 4
Envisioning Different Schools

Schocls must become more humane than they have been in the past. This means more
options and alternatives need to be available. The present schools, through
their rules, regulations, and requirements reduce options, thus reducing the
alternatives and opportunities for humaneness. The key to improving education

is to increase the options; most every public schocl in the United States needs
great revision.

The first step in accomplishing this goal--in any district—--is to truly envision
an entirely new kind of education. The attitude of the staff must reflect a
belief that educators can develop better schools, and that there is a need to do
so; with this open ended questing for potential improvements, schools and schoocl
districts are free to objectively scrutinize everything they are mov doing—-
asking themselves hard questions in the process. They should be free to dream
about utopian accomplishments. Therefore, for purpose: of this chapter, it Is
assumed that there is a need to search for new directis== in education. What
changes might occur? Why should they be supported? Hcw might theso improvements
be accomplished? :

There are, depending of course upon how one categorizes #tat constitutes a real
change, generally speaking, about 69 revisions presentl cccurriag in schools.
One of the most obvious, but certainly not the most imvwTtant, is triat of plant
design; the present exterior physical shapes are goinz .: continue to evolve imto
dramatically different patterns; no long r will the egg =rate buildings of the
past, or even the new round buildings of the 60's continue to dominate the city
and country landscapes. Inwardly the shape will change, too.

4
ot

Practically no permanent interior walls will be constructed. Any walls will be
completely removable air walls or other modular types of immediately rearrange-
able walls, but much more important than all the exterior or interior physical
change is the new relationship that is closely developing between the teachers
and students. The Human Relations School--schools concerned with self~image,
personality maiches, perception, daily success, relevancy, and positive motiva-
tion——are the schools of the 70's. For years we have ignored the research. We
have pretended to know the answers. We have said math is more important than
music for ALL students. Yet there is no evidence to support such decisions.
With conventional group—paced classes, all students have studied the same mate-
rial at the same time and have taken the same tests; they have been divided into
Yemarties" and "dummies" by a system called A B C D F--and even worse, in addition,
in some institutions, into a caste system variously labeled as ability grouping,
levels, gifted, remedial, and tracking.

The new exciting schools envision individual diagnoses and individual prescrip-
tions, heavily weighted with student input. They recognize the mistake of con-
tinuing programs and rituals which more often resemble jails than schools. They
know now that the individual's self-image, his ability to find some measure of
success each day, his perception of the consultant and the consultant's percep-
tion of him, his personality and the consultant’s personality, the skills,
interests, ages, and sex of both parties, and individual styles of learning all
have much more to do with the learning process than do group-paced required
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classes and irrelevant content or basic skills that supposedly all students must
krnow. We pretend that the basic skills for ail students are reading and math

and spelling, but for many students, the needed basic skill at this moment in time
is one in industrial arts or one that can best be developed through that subJect.
How many of the achievement tests used by most schools in the United States con-
cern themselves with more than English, mathematics, social studies, and science?
There is dramatic need to wipe out the cobwebs which are now ruining education.
Schools are in need of a drastic, immediate overhauling; otherwise, many students
should not continue to be required to attend. Schools have a negative affect on
many--perhaps even on a majority. There are no accurate percentages available,
but many educators now believe that the traditional school programs and regula-
tions which still are in effect in most districts in the USA are the major cause
of student unrest.

If we took all the schools in North America and put them on a continuum of 1
through 5, as we do the children by an antiquated system called report cards—-
with 5 being the best schools and 1 being the worst, no schonl in the country
would rate a 5. There is not an excellent school in America today. More schools
than we care to admit would rate a 1. A few schools would rate 4. Most schnols
would rate a 2 or 3. Most schools in the United States are dull and unimaginative.
Thev are not exciting places for boys and girls to spend the majority of the day.

If -his opinion is accepted, then what we need now in education are some "vice-
presidents for heresy'--people who are really willing to envision different
schools. For years educators have been taught to be content, to 3it quietly
behind the desk, and not '"rock the boat." Superintendents have bheen wcrried
about being fired--they have had to be concerned with keer .ng tre community
happy. - However, now we are saying that it is time for soms administrators and
teachers to be willing to get fired, and not just over working conditions and
benefits or poor public relations. We want educators more adamant about learning
than salaries. How many teacher groups are now refusing to sign contracts over
the issue of eliminating report cards? Increased salaries are great, but shouldn't
teachers help kids teco? We want educators to fight for change in education; for
if change means improvement, then change must be accomplished in each community.
There are many jobs open in communities all over North America for educators who
are willing to be vice~presidents for heresy.

In a specific school now, this task of leadership for change becomes that of the
principal. Hopefully, in the future, schools are going to revise their entire
administrative setup. The resident consultant may eventually be the key change
agent. But currently the way the majority of schocls are organized, the adminis-
trators can block or promote improvement; most schools today reflect the principal.

If change is going to occur, the principal must literally get the nuts and bolts
desk out of his office; in fact, he should give up his office and work instead in
the future planning center. He doesn't need the typical kind of administrative
environment found in most educational institutions. It is usually easy to iden-
tify a dull school just by walking into the main cffice. WNormally the principal
is found sitting behind his desk, most always with three straight chairs facing
him, so that he can peer over the desk as the voice of authority; some adminis-
trators are innovators—-they have two or four chairs instead of three. While he
attempts a conversation, the phone usuvally rings; it is Mrs. Jones, upset because
her son said there was too much mustard on the hot dog. Then a teacher or sec—
retary interrupts to have a bus requisition or a financial voucher signed; the
principal sighs at the stack of letters to answer; it can be assumed that there

is no need to visit this school.
Q

ERIC

i o ' 253&;



But if visitors can't find the principal, if he is out working with a team of
teachers regarding learning and instruction, or working with a group of students
on accepting responsibility, guests can expect this to be an exciting type of
school. The administrators who are convinced of and committed to the idea of
change are the administrators who have taken the desk out of their office. They
are out working full time as change agents, helpinz teachers and students accept
new weys of learning.

Educators must ask themselves: ''Who am I, and bow do T fit into this ccncept of
chanze?" The principal, for example, should see hmself as the "idez men," "the
charze agent,'" ''the vice-president for herasy," "the needler," "the crowbar,"

"the screwball,”" "the nut," "the madman," and some things We can't put in this
book. These are not cliches--they rapresent jobs te must tackle and reactions

he must expect. He must become a "resident leadership consultant' type person,
setting a climate for chang:: he must be an envircumental specialist. <Currently
in education, some ''change :gents' are full time schcol directors——superintendents
or principals; some are full time scnool consultarts for innovation; some are
state department employees; some are college professors. But whatever che
official title, the real purpose is to see that ctange and innovation aand impr =2-
ment in the learning proces: occurs. If schools are going to change, creative
educators must lead that change. Each educator mast soul search his real degrc:z
of individual commitment t- 7ard helping retool tze educaticnal system.

Why is there this tremendcus need for change? 1Is it really necessary’ Aren't
present American schools good? What about past efforts and past successes?

Don't we have in this country doctors, and astronauts, and construction workers
and other kinds of successful people? Isn't it true that we are one of the best
educated countries in the world? Aren't schools in the United States now better
than they have ever been? Yes, and even though these comments are probably true,
and even if they are acceptéd as evidence of previous success, there are addi-
tional factors to consider. For example, recently in one year more money was
spent on educational research than the previous ten years combined. We know more
about boys and girls than we ever have before.

Experimental schools around the country have proven that though their programs
are not necessarily the best, there is more than one way to organize; they have
shown we can run schools in a completely different manner than we have these

past years, and still be successful in the teacher-~learning process, and in fact,
usually more successful than in the conventional program. Further, look ahead

to the year 2000. When we are objectively honest and think critically about the
future, we must accept the realization that almost all that we have been teaching
in the past conventional schools~-the content oriented courses, and regurgitation
on tests on Friday--certainly is not the way to prepare students to be inquiring,
discovering, decision making, process oriented learners for the neaxt century.

But before considering all the new and better ideas—-before envisioning new kinds
of schools-~examine some of the striking deficiencies in the present best conven—
tional schools. Look at the way we still teach most subjects. Algebra is a good
example, In most secondary schools, even in our flexible modular ones, we still
teach algebra for 36 weeks. A traditional course in algebra probably should not
even be taught, but if we are going to teach it, why for 36 weeks? The very Lop
mathematic students can learn everything iu the traditional algebra book in about
6 weeks. Slower students can do better than they have in the past if they can
study algebra for 50 weeks rather than 36; but the present system puts them all

into the same classes because they are all going to college. Some schools have

Q
Eﬁ&y: " 23

27



Q

ERIC

Aruitoxt provided by Eic:

tried alternatives such as tracking and differeant textbooks. However, rega~iless
of the grouping system, here is what happens to the students once they arriva in
class . The teacher walks in and says, "Oh, isn’t it wonderful, boys and girls,

we're going to spend th: next 36 weeks learning algebra togsther. Yes, =ack
rorning from 8:30-9:2%5, 5 days a week, 55 minutes each day, for 180 days, we are
coing to have such ar = citing tire. And realizing it is =» exciting, this week

go home and work hard -r Chapter One because we're goirg to have a test oi. Friday."
Some schools now allow students to proceed individualiy through independe - «tudy,
and the modular systerm breaks the 55 minute period. But ir the great maje ity of
schools, the following illustration is still valid.

Johnny goes home Monday night, looks at Chapter One, learns the material, =d is
ready for the test on Tuesday: he is the MIT, Cal Tech typ: math student. =

he take the exam on T :esday? No, because most schools do : ot yet have sel -paced
4instructional programe in mathematics. Therefcre, Johnny wust twiddle hi=z taumbs
ar1 waste away the rest of the week waiting for Friday and the exam. But, wlen
it comes, does he get his A? Oh yes, he knew he would, the teacher knew he would,
we all knew he would; he got an A in 8th grade, and it is Fasically the same course
axcept the cover on the textbook is a different color; however, he had to =it a
week to get the A. We pat ourselves on the back and say, "Non't we have wornder—
ful schools, and I'm such a good teacher." Johnny got an A; he'll succe:zd Za col-
lege; mama and papa can boast over the bridge table that their son receiwed an A.

Mary, another algebra student, comes in on Friday, too; she's worked hard 2.1

week: perspired, struggled, burned the midnight oil, tried to get help fr-m dad,
fretted and stewed. She finally takes the exam and then worries ail weekend; but
happily, Monday morning we pass back the paper and sure enough Mary heaves a sigh
of relief--she got her B- or C+; she is ready to go on to Chapter Tvo; she is still
eligible for college. But, poor old Pete; he comes in on Friday; you know he's not
ready, I know he's not ready, but does he take the exam: Obh yes, because it was
scheduled. Then what do we do on Monday? We return the test with his D~ or his

F, always written in red pencil-—not even an innovative color like purple-—and .
say to him: 'Pete, you are going to have to work harder and study more and come

in after school for extra help; 1'11 have to send a note home to your parents;
vou're going to be ineligible for the football team," and all those wonderful
things. And then we do another wonderful thing; we say to Pete, ''Even though

you don't know Chapter One, go ahead and study Chapter Two, because we will have

a test on it next Friday." This is repeated in classes all over America in many,
many subjects; algebra is but just one small example. Need we wonder why schools
must change from the patterns of the 50's and 60's? Fortunately, a mrinority of
schools have now made the algebra illustration invalid. Hopefully, in the 70's

the algebra type stories will be eliminated in all schools,

Look at the problem of libraries in the United States. The traditional concept
of a library is already obsolete, being replaced by new dzvelopments concerned
with library resource centers and media complexes. However, the tragedy is that
most schools in America are still trying to dzvelop adequate libraries in terms
of the old standards. Until recently, only 30 per cent of the elementary schools
in America have had a library; Practically every one of the junior and senior
high school facilities arz too small, understaffed, and certainly lacking in
materials. As a typical example, look at what had been one of the best school
dictricts in America, traditionally speaking, at least by reputation. Until
recently this school district had no elementary school libraries; they had so-
called room libraries in each school where, when culling the shelves, 1895
editions of books were found. The junior highs had space about the equivalent



of twe classrooms and onlw a few fiction books and magazines and several outdated
encyclopedias. To be speci’ic, the high school library housed only 70 students
of an en-ollment of 2,000. There were only 10,000 volumes in the center, 5,000
of which were obsolete~~Mocern Africa Today, 1929 edition. The school district
was spending only $1.70 per ctudent for library books. The American Library
Associat’ ¢n was Tecommené® g +6.00 mer student and now recommends $8.0C per
student. et these condiions existed in an "outstanding' school district;
fortunate v, that distzTic. ~us dramatically changed that situation.

One mzy -5k how the district could be "outstanding' with this library situation.
Remember, traditionally speaking, students have been tested and evaluated on the
basis of memorizing comntzert found in textbooks and teacher lectures and then
regurgitated on national c<arinations. With enough textbooks, superior 1.0.
students, and good tradii®onzl teachers, it is no wonder that district scored
well on college entrawme erz=ms and state content examinations.

As we fur~her envision tiz need for change in schools, we can now perhaps turn
to some o the 69 or more specific revisions. As a starting point, we shall
consider first some of thz changes taking place in the areas of learning and
instruction, followed by =z few in the areas ¢f curriculum, organizations,
facilitizss, and evaluations. These illustrations do not apply now to all
schools. A very small minority of public and parochial and a few successful
new private "free schools" are changing the picture. In the 70's the task of
convincing the remaining m.jority is a priority.

One of the first things the new kind of school is envisioning is that of person-
alized programming. Requirements in the past have been so rigid that content
has been considered before the individual. The program became ''the important
thing." If Johnny would like to spend two hours in science on a given day and
Mary would like to spend two hours in art, it has been practically impossible in
most schools because the schedule and requirements call for one hour of math, one
hour of history, and one hour of physical education. Many students on some days
should spend several hours in a particular subject area, but in the traditional
schools the student certainly couldn't miss algebra, and to lengthen the art
period would mess up the schedule. When there is a commitment to individual
diagnosis and prescription, personalized programs automatically follow:; students
should be able to spend several hours or all day in one area of interest.

Further, the concept of students selecting their own teachers which was described
in Chapter 3 must be part of this humanization of the schools; allowing the stu-

dent to spend all day in art is of limited value if an "assigned" teacher is one

who cannot communicate with the student.

As we personalize programs, there is no need for medium-sized groups of twenty-
five or thirty; instead they have been replaced by the five phases of individ-~
ualized instruction. There is nothing that a teacher does with 25 or 30 that
cannot be done as well or better in a different sized group. A few large group
presentations are still appropriate in individualized instruction for motivation,
information, or exposure not readily available in other forms. These are usually
common thread large groups where the topic is of general interest to the group,
but not specifically geared to page ten of any book. Large groups related to
ckills are still appropriate, too, when we remember that LG can be 1, or 300, or
any number; if the methodelogy is LG, it does not matter as to size. One student
listening to a teacher-prepared taped lecture is still involved in LG technique.
However, we zre finding that large groups are seldom used in the far out innovative
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schools, ard zhos - which are offered are optional in attendance; if they are
required, the . =entations represent a body cf knowledge or motivz.ion felt

essential to - uss with the entire group. The proposals of J. Lloyd Trump
in the mocel s u-1s project of a few required common thread large group pre-
sentations f¢.. . ~ad by small group interaction in eight different areas repre-~

sencs this 270 <ot

In small g=ru - .Tuaticns, preferably 5 or 6 students, but seldom more than 10
or 12, sitt..ng ~und the table or in soft chairs, or on the rug, can do a much
better job af ~ussing and sharing what has been presented in a large group,
or what has = isarned in independent study or open lab, than they can learn
from somethi-z =2 have in the past labeled discussion in a room where a group
of twenty-fiwe ::.udents have their backs to each other; small group instruction,

as well as d :wi_.sion, is a valuable method, too. Much of the learning should
take place ir ~..>pendent study activities, where every student is on a dif-~

ferent yet sur:" —:ues related study. The fourth phase of instruction in the new
kind of schot. -~wolves individualized open laboratory experiences. The final
phase, and pr+t “5ly the most important, 1is that of the one-to-o.ue student-aduilt
conference.

These revisio—=s in learning strategies are going to be forced by the computer.
Computer assisted and computer based instruction, dial access retrieval systems,
individualized automated devices, and all kinds of technological innovations
are on the market now. They have not been practical for wide scale use, but
they will be -z :thie very near future. When we realize that developments that
have taken place already in the technological age, we know it won't be long
before teache=s will be forced into new methods. Fortunately, this is geing
to be a great assat to education; when consultants must become motivators and
listeners and stimulators rather than” spoon feeders of information, learning
should improve. We must stop the situation where adults talk two-thirds of
the time, where students do busy work about 30 p2r cent of the time, and where
only approximatziy 3 per cent of the time is actually spent in student inter-
action. When i~ is realized that often a teacher in a classroom talks more
than all the sudents combined, it is a rather alarming situation.

Learning oppc=tunities call for non-grading, student determined curricular
experiences, =~ ! flexible grouping. The phiiosophy of taking the student from
where he is zud moving him as fast as is desirable, as far as is desirable, will
change group ‘earning theories. If little Mary only gets halfway through the
present so-called first grade wovk, that may be just fime. If Janie gets through
what was traditionally one year of work, that ~suld be just great. If Sally can
cover two years of the old work in one year, wonderful. No longer are we going
to stuff Maty into the ''second grade' when she isn't ready, or fail her and
retain her in the "first grade," neither of which is the right answer. No longer
are we going to prevent Sally from moving into the second grade materials because
of the problem of what the second grade teacher would then teach. 1In a continu-
ous progress program, students are going to be sble to work as far as they can or
as seems desirable.

The philosoph” 2 continuous progress and self-pacing means that present grouping
methods ave gr.z=3 to change. Homogeneous grouping, heterogeneous grouping, sex
grouping, sociogram grouping, and interest grouping are all wrong, if they are
done permanently on the other hand, they are all correct if they are varied
flexibly acccrdi- . to the instructional tasks. 0~ a given day, it is quite appro-
priate to hewe hc:geneous grouping; another day it is more appropriate for
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interest grouping or heterogeneous grouping or sex grouping, or sociogram group-
ing; the team of teachers must draw from a pool of students; teachers and students
determine the kind of grouping, if any, that seems appropriate for that particular
day on a daily basis. On many days a student or teacher will have no group
meetings scheduled.

As we envision these kinds ¢f changes in teaching and learning strategies, we
immediately must change the curriculum, for now we can truly individualize
learning through continuous progress, self-paced curricula.

The concept of individualizing means that in theory every child will be on a
different page in a different boon at a different time, or in a different pro-
gram or activity; each child will be able to pace himself as fast or as slow as
needed in the materials he is using in as many different areas as is desirable;
when the materials or projects or areas of interest are completed, the student
can go right on to the next pursuit without waiting for anyone else. This means
traditional final exams must be eliminated. Any school still caught in the trap
of giving final exams certainly has not individualized and self-paced instruc-
tion. Note the current obsolescence of most universities!

Then take a look at the area of early childhood education. We know that current
programs are wrong, yet most schools have not done much about them. A few
lighthouse districts are trying; some of the early studies have shown that unless
a student develops the verbal, motor, associative, visual, and auditory func-
tions in the early childhood years, that student is mot ready for the curriculum
we try to put them into when they come to the so-called first grade. Some dis—
tricts have had as high as 65 per cent of the entering kindergarten children
score low on one or more of the diagpostic tests in these areas. The highest
percentage of poor performance on some of the individual tests in various dis-
tricts has been that of motor encoding, and yet motor encoding is probably the
one that should be developed before the other four functions can fully bloom.
The question is, how many school districts in America today diagnose and pre-
scribe an individualized kindergarten program concerned with these learning
functions?

As a specific example, how many distric:s in America have full-time trained
physical educators working with kindergarten children about one-half hour or
more every day on individual development patterns? If the school district is
paying any attention to the research at all, then it cannot justify the programs
that currently are going on in most secondary schools. Lf money is limited for
physical education, it must first be given to the kindergarten. Whatever is left
goes to the first grade, then the second, and so on up the ladder. Hopefully,
there will be enough money for all children. But if it must be limited, then

no school system should have physical education in the secondary school until

it has outstanding instructional programs coucerned with motor encoding activi-
ties at the kindergarten level. And certainly, high school athletic programs
would have lower priority than kindergarten; yet how many districts support high
school athletics but will not support kindergartem physical education?

In looking at what is happening in packaged education programs in secondary
schools, the picture there is rather bleak, too. Many school districts still
have courses called Modern Worid History. The textbook they often use is one
dealing with Western rurope only, and the instructor spends an entire Yyear on
the history of Western Europe from 1700 to 1900; they never get around to talk-
ing about Africa, Asia, Latin America, Middle East, Vietnam, and the population
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explosion; these things are not modern world history. Other schools still require
every student to read Hamlet, and what is worse, require every student to read it
at the same time using the same book; students are on the same page regardless of
whether their reading level is sixth grade or sixteenth grade level, and they all
take the same test on the same day and are expected to get the same answers. The
obvious is the result: some students get A's and some students get F's; and then
we claim that one of the objectives in English is to have students appreciate
literature. Unfortunately, surprising as it may seem, this type of curriculum

is still the approach used in the majority of schools.

We still teach French 55 minutes a day, five days a week, for four years. It is
a most ridiculous way to learn a foreign language. We are probably one of the
few countries in the world doing it, and yet we defend it because, my goodness,
what would happen to the schedule if they had more than 55 minutes a day in
French? What would the algebra teacher do if she couldn't see the children
every day; and so hetween the battle of the French teacher perhaps wanting more
time and the administrator wanting to give her less time, schools stay locked
into five, fifty-five minute periods per week.

As we plan and envision changes, an organization that will allow change to occur
is essential. One of the things that must be adopted is a PIE in every school.
In other words, a consultant's task is to plan, instruct, and evaluate. The most
important things for teachers to accomplish are to plan and evaluate. Right now
they spend most of their time in ijastruction. Further, the teacher should plan
and evaluate at school, not at home as still done in most situations. The con-
sultant should be "teaching" or tutoring ouly ten to twenty hours a week, not
twenty-five to thirty. In other words, the teacher's traditional load should

be cut in half. And this does not mean doubling the staff; it can be done with

a new organization. In completely individualized schools, teachers still often
work long hours, even longer than in conventional schools, and especially in

the early years of change; but they are in conferences with scudents, not lec-
turing or correcting homework. The students use the time preparing for the
conferences——the teacher does not take the obsolete lesson plan approach because
group classes are no longer taught.

The way most schools are now organized, a teacher has students almost all day,
perhaps in the elementary school she has a half-hour off for coffize. Many of
these adults are housewives; often the principal keeps them after school for a
faculty meeting or some other kind of session; they hurry home at five o'clock
remembering that they have nothing in the refrigerator for dinner. One of them
stops at the store and grabs some stew meat. This is the first thing in sight,
and she remembers there are a few leftover vegetables in the refrigerator. She
comes home and gets the stew started; the kids come in: "What are we having for
dinner tonight, Mom?" "Stew!" '"Oh, I hate stew." They fuss and fume a little
bit; then the husband comes home and he is in a hurry and a little bit tense
because he has to go back to a meeting that night: "What are we having for dinmner
tonight?" "Stew!”" ''Oh, not stew," and they fuss a little. Finally the dishes
are done and the cake is baked for the next day, the kids are off to bed, and now
supposedly at 9:30 at night the teacher is to sit down and be creative, exciting,
and Jdramatic, and devalop a three-ring circus for boys and girls the next day.
Well, it doesn't happen. The good teachers do their planning on Sunday; the

poor teachers don't do it at all--that's why they are poor teachers. If the good
teachers do it at home on Sunday, they are doing it in isolation; they ought to
be doing it with other team members. The kind of planning they do at home should
be the dreaming and a little individual preparation for student conferences, but
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the basic plans and preparations ought to be performed at school, either indi-
vidually cr in conferences with other profesiional teachers, depending upon the
size of the school, the type of team, and tue learning being planned.

This means that team planning, team diagnosis of individuals, and team teaching
are essential parts in envisioning a new kind of school. Self-contained class-
rooms are obsolcte, as well as departmentalized programs in high school. Some
of the worst resisters to change are department chairmen. Teachers should sit
around a table, sharing ideas, taleats, strengths, and weaknesses. The KEY to
teaming is discussion of individual students by teachers who have in common the
particular individual being considered. As teachers do this team planning,
team diagnosis and prescription, and team teaching, there is going to be in-
creased demand for teacher aides. Paraprofessionals are a tremendous asset in
any school. It would be nice if school districts would provide the same number
of teachers they now do plus hire teacher aides in addition. The problem is
that money probably will not be available for much of this in the near future;
therefore, in most school districts, the teacher aides must be provided by
rearranging professicnal loads. For example, for 175 students, instead of
hiring one teacher for every twenty-five, or an equivalent of seven teachers,

a district should hire five teachers and with the money left over from the other
two, hire six aides. This is a ome to thirty-five professional ratio, yet it
srovides eleven adults to work with boys and girls, and a one to sixteen ratio.
This is coming closer to the number of hired persons we need in the schools. It
provides teachers with paraprofessional help for tasks the teachers themselves
do not have time to do or do not have the skiil to do, such as typing, audio
visual setups, artistic drawings, and other. Teacher aides must be used more
than most schools now provide; parent volunteers and golden agers should be
involved, too. They are a tremendous asset.

As team teaching and team planning become part of the program, teacher controlled
variable scheduling is another must. Daily smorgasbord scheduling allows for
time to dream, eliminates the boredom from the school day, provides flexibility,
and arranges time for planning. Administrators should not control the schedule
nor should the schedule be made up in the spring or summer of the previous year.
It is impossible to predict what Johnny needs on a given day, a year in advance.
The teachers and students should develop the schedule based on the instructional
tasks for that particuiar day. The best current type of scheduling is daily
smorgasbord scheduling. This concept will be discussed in great length in
Secti.on C.

Every differert and better school must have a heart--and the heart here is that

of student freedom and responsibility. If we as educators really believe in
developing self-directing, responsible, decision making, value judging, percep-—
tive individuals, then we must give students opportunities to develop these traits.
Tn the present elementary schools where students are with the self-contained
teacher most of the day, and where they are supervised constantly during recess
and lunch periods, and in the high sechools where students are in study halls and
have hall passes and bells ringing, and where at both levels the majority of
classes are required, it becomes almost impossible to fully implement the con-
cept of student freedom and responsibility.

This concept, along with that of optional attendance, will also be discussed as
part of Section C. Bowever, mention here must be made, in terms of envisioning
a new kind of school, of the need rur optional attendance and self-selection of
courses. To class or not to class, that is the question. This is appropriate for
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both elementary and high school students. Some schools have experimented with

this and had great success. Some have started the other way by giving responsi-
bility cards to those students whom teachers thought were ready, gradually increas-
ing the number over the years. This latter approach has worked well in inner city
type schools, especially when interwoven with ckoice of classes and relevant
curricula.

Experiments have involved, for example, suburban "eighth grade' students who
several years ago were given two weeks in which they had wide choices: they
could sleep all day, or play the piano, eat, talk to their friends, or most any-
thing they wanted to do, but at the end of two weeks they were tested to see if
they had learned anything in their assigned classes, because that is what their
parents expected to have occur. The teachers who volunteered for the particular
project had identified the students; they were not all straight A students, but
ones the teachers thought could accept respons:ibility. These students were
given outlines of what was to be covered in each of the classes. During those
two weeks, some of the students did not see a teacher of history, for example,
during the entire period of time other than to wave "hi' in the hallway. At the
end of the two weeks, some of the students came in and scored higher on the
teacher-made exam than any of the students who had been in class the entire time

listening to all the gems of wisdom and pearls of knowledge the teacher had to
pour out.

Tt makes "teachers' take notice and ask themselves, '"What would these excused
students have done if they had been in my class listening to me the entire two
weeks? They learned everything and more without being in class." As such pro-~
jects receive further experimentation, it becomes even more apparent that stu—
dents stay away from teachers who are not reaching the needs of boys and girls.
The principal can walk down the hall and see Mrs. Jones and say, "It's nice
you're free this hour; I have been wanting to see you." Mrs. Jones says, 'No.
I'm supposed to have students." The principal then says, "Well, where are they?"

1f the desire is to have teachers accept team teaching, optional attendance is
one of the fastest ways to get them there. Teachers do not want to take the
blame by themselves for students not coming to their class. The studies have
indicated that students return to the classes after a couple of weeks; they get
tired of eating doughnuts and sleeping on the grass, but they return tc those
learning areas where the consultants are exciting and concerned about the goals
of the learmer; they stay away from those subjects where the adults are concerned
abput content and the goals of the tearhier. A number of schools now operate on
an optional attendance philosophy; soma have experimented with complete self-
selection of courses and student-plannad experiences for most students, kinder-—
garten through the senjior year. It is an exciting concept and works beautifully
when fully implemented.

As we envision changes in the area of school facilities, on= of the problems men-
tioned earlier is the complete lack of adequate libraries, or automation centers,
or resource centers, or as they are now called, media centers. Looking beyond
the traditional school libraries presently housing books, we need to think of a
time in the not too distant future of technological advances, of the eventual

use of storage banks, to a day when large numbers of books may not even be in
media centers. Rut right now, without technology. schools need an environment
for students that is entirely different from the present inadequate so-called
libraries which are provided in most schcols. Until the past few years it was
almost impossible to find an acceptable library in any public school in America.
Now with new school construction, availi:bility of non-print materials, and the
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acceptance of accustical flooring and climate control, we are coming closer to
satisfactory media centeis, though .ost schools still do not yet have adequate
pharmacies nor the physical space.

The media centers ought to be carpeted and air conditioned. There should be soft
furniture, couches, chairs, footstools, and reading lamps. When an aduli at home
decides to read a book for pleasure, usually that person looks for a soft chair,
the nicest reading lamp, and the footstool, and really sits back to relax. Young
children lie on the floor. What do we do in school? We ask them to sit in the
hardest chair, at the hardest table we can find in school, and yei we say, 'Enjoy
reading!" 1In addition to a soft reading corner, there ought to be wet carrels
and dry carrels. The dry carrels provide independent desks where students are
not hothered by constant interruptiocn of other students getting up and down and
passing by. The open tables we have in most schools today are fine for student
discussions or for girl watching, but certainly are not conducive feor indepen—
dent study. Tables are made for conferences, not for 4 to 6 in independent work.
The wet carrels ought to be available so students can plug in electric type-
writers, tape recorders, and other presently available tools in preparation for
the day which has already arrived in some facilities where dial access retrieval
instruction will take over much of the present task of a teacher.

In addition, there must be listening and viewing rooms if these types of functions
are not available as independent areas with quiet head sets for listening to tapes
and viewing television. Students ought to be able to view and listen and create

a variety of materials throughout the schoci day in the automation oOr media center.
The philosophy ot these centers should be that every student has an opportunity
every day to go to the media center if the student sc desires, but that no student
is ever required as an individual or as part of a class to report to the library

to be forced to sit there and supposedly study or read or listen to tapes. About
50~70 per cent of the media center ought to be noisy; students discussing materials,
watching concept films, and asking questions are crucial to learning. Only part of
the media center needs to be for 'mousey quiet" activities, but those areas must

be available.

In further developing better facilities, there is an exciting new slogan being
used as we remodel the current schools and hopefulily build new schools of tomorrow;
it says, "Knock out the walls and eliminate the halls." The number of walls and
halls in school ought to be reduced by about three—fourths or more cf the amount
now present. Schools ought to be envisioned as a big open barn. In theory, every
student would be in this open barn and never need a teacher because after the stu-
dent received an individual diagnosis and prescription, that student then can go
to work on his own to carry out the prescription developed wia the consultant-—
student interaction. On many days in many subjects this theory can be put into
practice; large groups of students can work in different environments throughout
the school in various independent projects.

Practically speaking, we kuow that there will still be a demand for various kinds
of groups, some large and some small. These groups should be based on the learn-
ing interests for that particular day. If a teacher would like a lavge group pre-
sentation, she can request a group. 1f she identifies four students with common
learning difficulties, she can arrange for those studeuts in a group. Or the
students can request groups; if several students decide they need help on para-
graph construction or want to discuss a particular topic, these students can ask
the consultant for a small group. The groupings in the small sessions can be

@ “ther for instruction or discussion, again based on the tasks at hand. There

E[{l(}ould always be alternatives available.
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Many adults still say this is impossible, that it is merely a theory, that we
cculd not possibly have a big open barn with small conference rooms, independent
study areas adjacent, and large resource areas where students could pretty much
determine their own program needs ¢ach day or where the teacher would individ-
ually diagnose each day; but all they must do is imagine themselves in a doctor's
office with twenty-four other patients. They expect the doctor to call them in
one at a time and diagncse their problem and prescribe the remedy. They also
expect the doctor to have alternatives--if the penicillin does not work, they
hope the doctor will prescribe sulfa.

The big open barn schools now in existence have generally made two mistakes:
Thay forgot that mamy have a need for the absolute mousey quiet area at some
times during the week, and that at other times need to holler and scream. The
big open peds with acoustical flooring and dampened ceilings and ''constructive
noise" are great for 80-85 per cent of the student's time; but there is still
a need for some areas of the barn to be set aside by removable walls for quiet
reiiection or vibrant kinds of reactions. The other mistake is that they have
generally put the same curricular experiences in the barn--they have retained
"7th graders" and have said they all must take English, and basically, except
for new textbooks or teaming, the course which was taught in the egg crate.

It seems strange that with all the knowledge we have about schools and about
learning, thac we still prescribe bells ringing as part of the school ritual in
a huge majority of the current schools. Hopefully, this statement will become
rapidly obsolete. Hurdreds of schools around the country have turned off their
hells. It's a wonderful environment; it's quieter, students do not run down the
halls and race to beat the bell; there are no tardies: no bells, no tardies.

An entirely different atmosphere is created as well as one that fits the concept
of student freedom and responsibility. People ask, "How does turning off the
bells make a better schoci?'" The reply is simple: What research is there to
support the notion thav riwging bells in a school helps the learaing process?
Having them off prevents the buzz of a bell interrupting a thought. We do not
have enough research on bells and learning to make a clear-cut statement, but

if we cannot get bells turned off in schools, how in the world are we going to
bring about other kinds of more important changes? The bells are merely symbolic
of the difficulty encountered in trying to remove traditions from schools once
they are 2stablished. Bells have been ringing for no specific purpose for years,
and yet we continue to ring them without much of a challenge.

If we are going to implement all of the revisions we have envisioned in this
chapter, we must change some of the laws and traditions which apparently are
blocking educators. Most states still have a magic date; in some the magic date

is September 30. If little Sally is born at 11:59 p.m. on September 30, she is
eligible for kindergarten when she turns 5. But poor little Janie isn't born until
12:01 a.m. on Octobei lst; she is not eligible for kindergarten when she turns 5.
Scmething has happened; the genes have gotten mixed up in that magic minute or two.
It is tragic that with all the knowledge and rescurces and research educators now
possess, that we still determine a child's education and possible future by one
minute on the clock. How much longer are we going to continue to tolerate stand-
ards that are based upon centuries old educational theories which are not vali-
dated by any research? How much longer are we as educators going to premote and
continue to rely on traditions and rituals based on ignorance and speculation?

If we do all the things discussed in this particular chapter, we are going to have
excited students. These excited teachers and students are going to take off on
that rocket toward the educational moon.
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What has been said in these opeui:i] Dages is that if we ali dream, if we as

teachers, students, parents, administratois, college professors, and state
department employees all work together, if e finally do ignite the rocket,

we really can take the 1id off the old aducationsi pot and truly develop a
different kind of school as envisioned imn this ~hapter.
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Chapter 5
Analyzing Present Practices

If we accept the assumptions, criticisms, and suggestions madz in the prewious
chapter, then it becomes obvious that no school in America is the kind of school
we should have-~no school in America is the kind of school we could have~-no
school in America is the kind of school we know how to create.

No school in America has put together all the 69 or more changes, improvements,
elements, revisions, and renewals that are now available for schools to adopt--
such as those suggested in Chapter 22. There is nc one absolute number. Each
individual educator and each school staff must compile individual change lists

of their own. What revisions is each person or each group willing tc accept?
Whether they are subdivided as 69, or only 6, or maybe as 106 changes or ele-
nienis of change, or whether they are not labeled as new or innovative but only
rancvations of old ideas or practices, is not the important issue. The critical
factor is that we must recognize that if we are going to have better schools,

each c:taff must consider the acceptance and implementation of different approaches
in education in an effort to truly provide a challenging, relevant environment for
boye zad girls.

The so-called innovative schools in the United States today are not the kinds of
schools we are capable of having because they have adopted only some of the many
promising revisions. Not one school in the United States has adopted all the
exciting possibilities available to students and educators; schools which are
coming close are not yet able to point to successful implementation of all the
presently known potential improvements. Ané the tragedy is that these ideas, as
we noted in Section A, are rapidly becoming obsolete as we look at education in
the 70's and 80's; thus, the acceptance gap between need and potential, between
present and future, becomes even greater.

One of the reascns we do not have an excellent school yet is that educators

have been slow to recognize that in changing schools, they.cannot make only one
or two or five or ten modifications. There has to be massive change if there is
going to be significant improvement. The adoption of a few "innovations" is only
a step in the right direction. Until we put together all the wonderful new con-
cepts about individuals and learning, we are not going to have the opportunity

to truly develop a significantly different kind of a school and thus, hopefully,
one that is significantly better.

Neither is it going to be possible to evaluate whether all the proposed changes
actually will provide a better education until some school in America puts all
the 69 or more practices into operation effectively. When someone finally does,
we must then properly evaluate the progrem to try to determine if it is signifi-
cantly better and does present one model of the kinds of schools we ought to
already have now. With the slow progress in education, by the time we get a
school operating effectivelv with the current notions, it will be time to destroy
that program in favor of ‘adi¢itional ideas which will be developed in the next few
years. Unfortunately, schot¢ls throughout the United States will just be in the
process of adopting the old 'mew"; we will again have a time lag in trying to
adopt the new developments yet to come and ones that will certainly be even more
valuable than those we are trying to implement in the present programs. How many
Q schools now have a planned mechanism for achieving constant change?
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One of the reasons that the so-called innovative schocls have not been much better
than the conventional schools in most cases is that many of the innovative schools
have often overlooked, and the conventional schools haven't even startad to realize,
that in changing a school there must be dlans for —evolutionary changes in the six
basic components of the school: philosophy, instruction, learning, structure,
technology, and reporting. Teachers must think of individual students first, not
hasic skills and content; the affective and psychomotor domains must rival the
cognitive. No longer can teachers stand up in front of the class and talk to the
students day after day. No longer can they rely on the textbook; no longer can
they permit patterns which call for period one, period two, period three schedules
in the high school; no longer can teachers be content with the egg crate cracker—
box which is so prevalent in most of the school buildings in America; no longer

can they insist on the traditional examinations given to the entire class. Schools
which are going to improve must change these six interrelated, yet separate com-—
ponents; all six are affected--one cannot be changed without eventually leading

to revision of the others.

As innovation in the schools is subjected to analysis and evaluation, there are
emerging two basic kinds of changes: those referred to as nuts and bolts or
organizaticnal gimmicks, and those related to tte individual learning and instruc-
tion of each student——sometimes called the essential parts of charige. Many of the
"jnnovative" schools have adopted the so-called gimmicks; they have team teaching,
independent study, flexible scheduling, new resource centers, doughnuts in the
student center, and open pod classrooms. They thought these were going to make
their schools much better.

On the other hand, some of the 'innovative" schools have adopted what they thought
were the essentials. They were not going to fool with the gimmicks. They were
going to concern themselves with the real issues related to how children learn.
They were going to diagnose and prescribe; they were going to offer individualized
instruction. They were going to be concerned with the needs and interests and
abilities of students. They were going to be concerned with motivation, self-
image, and environment; and they were going to look at each child as an individual.
Neither pattern has led to the development of the school for which we are all
searching.

What has developed, as schools have begun to change is a realization that both
approaches must be pooled in an interrelated effort; in other words, team teaching,
resource centers, independent study, flexible scheduling, doughnuts, and others,
are essential parts of the new kind of school. But so are the concepts of diag-
nosis and prescription, need and interests, individualized instruction, and person-
alized programs; we must put together both the so~called ''gimmicks" and the so-
called "essentials" if we are going to have self-directing students and a school
flexible enough to meet the demands of each individual on a daily basis.

Do all schools need to change? Is all of this innovation hullabaloo really essen-—
tial? Generally speaking, yes. Usually as one challenges change, the individual
comes to the realization that the present schools fail. They lack the capacity

to respcud to modern day challenges. Most schools in the ghettos are just now
learning what to do with the children who come to them each day. Obviously, much
of the problem is in the community itself; but until recently, some of these ghetto
school districts were using Dick and Jane stories about the farm and grandmother
and grandfather. The suburban and rural schools have not done much better.

Schools have failed because they have made the assumption that if a child is
[E i?jailing, it is the fault of the learner; usually just the opposite is the case.
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In the majority of the sitvations, the school has been in error, not the individual.
Therrs are always rtho.e the school cannot reach; but with a relevant program, tre-—
mendous gains have bheen possibiie. The previous traditional prescriptions to correct
the imperfections which we have admitted and have tried to do something about have
had little payoff. We have had discoursging results from compensatory education.
For example, we are just beginning to solve thz problem of remedial reading classes.

There has beer an inability of the sub-~systems to overcome various problems. The
model schools have not developed programs that could be adopted nationwide as part
of the answer to improving education. Schools that have become involved in total
reorganization and have developed different kinds of programs still have yet to
show convincing evidence that the rest of the schools ought to move in that
direcicion.

One of the reasons why we haven't done a better job is that we have faiied to
recogrize z philosophy of alternative educational programs. At this writing, we
do not know what really is the best kind of school, if there is, or ever wili be,
a "best kind"; and yet most educators will not admit this. We pretend that "our"
school is the best, or at least is good, or that we have the acswers. Or even if
we admit that we have some problems., we state that overall, "We have a good school;
we are working to try to correct the deficiencies.'" Thus we have argued as to
whether we should keep the conventional classroom or move to some completely up-—~
side down kind of school. Both schools of thought are wrong, based upon current

knowledge.

There is absolutely no proof or evidence of any kind that the conventional school
as we know it today--the self-contained classroom, the single textbook, group-
paced instruction, rzport cards, bells, room libraries, and all the rest of thease
kinds of practices are the best way to run a school. On the other hand, we have
nce evidence yet that adopting all of tue proposed changes, including team teach-
ing, flexible scheduling, non-graded programs and new curriculum materials, the
concept ¢f student freedom and individualized instruction, and all the other 64,
make the schoel that much better. We do have some dissatisfactions; we do have
some ewvidence that for most students the conventional practices need to be
changed, and we do have some evidence that some of the practices in the new types
of schools offer great potential for the future.

The author certainly agress with John Gardner's statement in his book, No Easy

Victories, "I am entirely certain that twenty years from now we will look back

at education as it is practiced in most schocls today and wonder that we could
have tolerated anything so primitive-—---in the end it is love of learning,
curiosity, self-discipline, and the capacity te think clearly---~—the quality

of the teacher is the key to good education.'" However, the teacher needs humane
alternatives if he or she is to be a humane teacher; therefore, though present
evidence in many areas of education is inconclusive, there are some statements
that can be made with fairly accurate predictinn.

For example, based upon current research, in every community, students and parents
and teachers ought to have a choice as to the kind of program in which they desire
to participate. Probably there ought to be a few schools or rooms, depending upon
the size of the school district, which are still somewhat self-contained, with
report cards, and fairly conventional programs, because some students, teachers,
and parents still seem to operate more effectively in that environment now.

There ought to be scliools or rooms in each community that operate as a mixed
program. Part of the school should be upside down and part of it should be
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conventional. 1In other words, perhaps this school might have some team planning,
self-pacing, and new resource centers, but still have some vestiges of the old in
terms of textbooks, recesses, a traditional schedule oOr whatever.

But in every community, lhere should be at least one school for parents, teachers,
and students who want an upside down kind of situation to have a guarantee that
from Pre-kindergarten through 12 a person could be in z learning situation where
he or she could be involved with all of the changes and innovations in education.
Few of the school districts or colleges in America have provided this kind of
alternative. They have forced all of the students, teachers, and parents to be
involved with either a semi-flexible school, because no school is completely
flexible yet, or they have forced them to stay in a self-contained room or con-
ventional school. There should even be public "Summerhills,'" especially in the
larger districts.

One false notion that districts have followed is that before they change, they
must have close to 100%, or at least a strong majority, in support. This is
far from the truth. They should not wait for 100%Z of the community to agree on
the kind of school they ought to have because they will never agree to the tune
of 100%. They should not even wait for the majority, for if they leave the
schools conventional, those who believ: in an upside down school have to send
their kids to a conventional program; teachers have to consult in an environment
in which they dov not wholeheartedly support. On the other hand, if all the
teachers and all the parents are forced into the upside down kind of school,
they don't do a good job; they fight it because they do not believe in the kind
of educational program being offered.

Therefore, until we have futher evidence or further proof as to what is the best
kind of school, we have to be experimental; every community in the United States
has an obligation to offer parents, children, and educators a choice while we

are attempting to find solutions. In every district there should be, for example,
at least one conventional school, one semi-flexible school, and one very open
school.

1f there is trouble in selling this kind of philosophy in the community, ask the
opponents, "Don't you believe im .otherhood and apple pie and pztriotism?" The
American dream calls for choices; we should not be forced to accept only one way.
We should not be forced to accept monopolies, and yet in most communities, the
schools are examples of some of tinz most horrendous monopolies every developed

in the United States. There are school districts in America with six elementary
schools, and all six are basically replicas. They use the same textbooks, mate-
rials, and supervisors; they ha the same general philosophy; teachers are hired
to operate within the confines ..iich have been set up as the district elementary
school philosophy. 1If a new parent moves into that community, and that parent
does not accept the kind of school that is replicated six times, that is too bad.
They have no choice but tc send their kids to a school in which they do not be-
lieve; if they refuse, they must fight the power of a "police state' situation;
they must go to court and face a battle to try to say, "T do not want my children
in those kinds of schools, and I am not going to send them there." In almost
every case the parent loses; they must pay a fine and lawyer fees; and the students
are still dragged off and forced to go to a monopolistic school, attendance at
which is even determined by the side of the street on which a home is purchased.

How, with dreams and visions of better schools, and with freedom and democracy
and tolerance and justice and understanding and apple pie and motherhood and all
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these things in which we believe, can we say to teachers and parents, ''You must
send your child to that school; you must teach in that kind of scho»l; you must
participate in that kind of program, even though you do not believe in it; 7 -
you don't, as = parent you can go to jail; as a teacher you can lose your position."
Related to the chapter title Analyzing Present Practices, do we really want to
retain the group prescription system?

1+ is true decisions must be made and that children need an education; but is there
anything wrong with offering chouices, especially when we must admi: that currently
we do not know what constitutes the best kind of school for all boys and girls. 1If
we give parents and teachers choices and allow them to operate within wide extremes
of philosophies and beliefs, we can come very close to providing the kinds of edu-
cational programs for boys and girls in America which seem to be best suited for
that particular student, teacher, and parent at that particular moment in time.
Perhaps one day we wiil know what makes a successful school and a successful
teacher, but we do not know now; we only have a few facts and a number of guide-
lines. We must analyze the kinds of schools we have, and we must search for sig-
nificantly better schools. In the meantime, a basic key in changing schools in

any community is to provide OPTIONS for students, parents, and teachers. Any
district can change if there is no attempt to force everyone to accept and partici-
pate in the new program. Report cards, for example, are easily eliminated for the
majority if parents are given an option; those who want them receive them, while
those who do not are able to escape A, 3, C, B, F evaluations.

One of the reasons that educators have tried to develop the middle school in the
United States is that of dissatisfaction; we have challenged the success of the
junior high. We have said that current grades 7, 8, and 9 as now constituted in
most districts in America-~the curriculums, programs, philosophies, regulations,
which we find in most junior highs~-have failed to produce the program we first
envisioned when the junior high was basically developed; it was an innovation at

‘one time, but it is no longer the school we ought to have for boys and girls ages

11 through 15.

Is the middle school a much better answer? 1Is the 4~4—4 plan better than the
6-3-3, or is an educational park, Pre-K through 12, better, or 6 through 9, or
5 through 8; what is the magic answer? Obviously, we do not know for sure what
is the best organizational pattern in a school, though evidence now points to a
9-12 high school if separate plants are constructed, but philosophically and
preferably calls for a Pre-K through 12 park; but one thingz we do know is that-
the present junior high must be changed. The exciting thing about the middie
school is not that it has grades 5 or 6 through 8, or ages 10 through 14, if
the school district has eliminated grades as they should; the exciting thing
about the middle school is that it presents an opportunity to start all over
again. We can say, "If the current 5th, 6th, 7th, 8th ; rade pregrams are not
appropriate for boys and girls ages 10 through 14, then what kinds of programs
are?" In other words, with all the knowledge and resources and research and
money and talents and time we now have, here is a fantastic opportunity to for-
get all the traditioms and all the past ways of doing things and develop what
could be the most exciting school years in American Education. Yet most middle
schools across the country are continuing to adopt many of the practices which
were unsuccessful in the junior high merely because of tradition and because
they are afraid to move too far along in the change process.

We must challenge the concept of junior high; we must also analyze the reasons
middle schools have started in some communities. Many have adopted a middle
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school because they built a new high school to house 9 through 12. They merely
moved the self-contained 5th and/or 6th grades into the building and left 7th
and 8th programs basically the same. But whether it is called a middle school
or a junior high, the impcrtant thing is what is happening to boys and girls in
that setting. How can the middle school be better than the junior high if both
programs still have a '7th grade" and in that grade require English, history,
math, science, physical education, and one semester of art and one semester of
music? Usually the old junicr high and the new middle school in the same dis-—
trict are teaching English courses based on a sinilar district curriculum guide.
And how much longer can we tolerate communities building new high schools and
dumping the junior high students in the o0ld high school building.

Why don't the mew organizations include pre-kindergarten; certainly there appears
to be value in 3 and 4 year old programs. And what about junior colleges?

Should not the new organizations include nursery through 14, not just kindergarten
through 12? Preferably, schools should not be divided into elementary, middle,
and high schools. How does one decide to cut off the 5th grade from the 6th
grade, or the 8th from the 9th. A number of exciting programs are now developing
in pre-kindergarten through 12 parks, where all the students are housed urder one
roof and are inter-mixed in halls, student centers, social activities, and study
centers. Any divisions are determined by individuals, their interests, and their
personal development, not by arbitrary division imposed by administrators and
school boards. Directors of such Pre-K through 12 complexes find the non-graded,
continuous concept so exciting that it would be difficult to return to any other
kind of structure. However, if schools are already built in arbitrary divisions,
as most are, the school then has the responsibility to provide a continuous
program for all enrolled. This means that the present 7, 8, 9 junior highs must
provide for students individually working at levels ranging from the old grade 3
through grade 16. 1In conventional buildings and districts, by devising over-
lapping ‘'grade level" teams, such as X-4 and 3-6, or by overlapping schools
within a district, individual needs can be better met.

Money can be made available if the public is convinced. Schools should he com—

munity centers, open 12 months a year, 7 days a week; but adopting new organiza-
tional patterns, such as twelve~month schools where students need to attend only
the current total time, does not necessarily lead to better educational programs.

Again, the need tc analyze current practices and the concept of change in American
education.

Why are chamge agents insistent about this challenge? One reason stems from
visiting numbers of buildings around the country that are called "{nnovative
schools!" As one example of what the visitor discovers, "jnnovative" middle
schools are often still giving A, B, C, report cards; there is no reason for
report cards in grades K through 8. Most of the present middle schools are really
no better than the junior highs one can visit throughout the country. As a true
illustration of the problem, in one middle school the author took a piece of paper
from the trash can in order to write some notes. It looked ciean, at least on one
side; but in turning it over, thare was discovered a big red "D" at the top of the
paper. It wasn't even in green or blue or black or gold or some other perhaps
more "innovative' color: it had to be red; the paper was entitled Experiment 2,
and signed with the name Wally at the top. It was neatly written, although the
margins were not exactly correct.

Wally had written, "What we wanted to know; we wanted to know if the second bulb
goes off if you shut off the first bulb." The teacher had written an exciting
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note again in red ink: ''What kind of an electric system is this?" A very exciting
kind of question for Wally. Wally continued, '"What we did: we took two bulbs and
connected them to a dry cell battery and shut off''; and here the teacher had to
interject with a "how'" and a question mark in red pencil-—another intelligent ques—
tion by the teacher; Wally continued, "the first bulb and found out that the second
bulb turned off to''; and the teachsr again used her talents and her time and her
efforts to make an exciting kind of observation on Wally's paper; Wally :i.ad spelled

too, "to," so she neatly added in another red "o" and a period. Wally continued

his next and final paragraph: 'What we found out; we found out that if you turn
off the first bulb, the second bulb will go off, to." Here the teacher had tired;
she had failed to add the other "o" to "to." But at the bottom the teacher had

written a big red "why'" with a question mark: and at the top of the paper, she
had given him a nice fat red "D.” '

Now, why in the world would a school continue to give Wally a '"D"; he was an 8th
grader traditionally. There was no need for a report card; there was no need to
give him a "D"; there was no need to write those wonderful comments in red ink;
it was a waste of the teacher's time and a waste of Wally's time. He neatly
dumped it in the wastebasket as most Wallys do, and all this succeeded in accom-
plishing was to further Wally's negative self-image and confirm that he was not
successful in his school ventures.

The principal of that school was asked about Wally; what had he accomplished last
year in the conventional program? The answer is what you would expect; Wally
was not successful; he was a discipline problem, got poor grades, and wasn't
excited about school. The principal was then asked what happened to Wally this
year now that the program has flexible scheduling, team teaching, non-gradedness,
a new middle school concept, and supposedly individualized instruction. The
principal's sad comment was that, unfortunately, nothing different had happened
to Wally; he was still pretty much the same kind of student that he was in the
conventional program last year. In other words, all the chsnges, all the gim-
micks, and all the time and effort that had gone into supposedly making this a
better school still found Wally failing to find success in his everyday
experiences.

One of the reasons why Wally has not found more success is that we have not really
become professionzl in education. We are still involved in group diagnosis rather
than individual diagnosis. Turn for a moment to a doctor's office and pretend
that 25 patients are sitting in the waiting room, each with supposedly individual
jills-—-a broken arm, appendicitis, pneumonia, or whatever it might be. Dr. Jones
walks out into the waiting room and says, "V , it is nice to see all of you here
today; oh, but some of you seem to be frowning; some of you even iook sick; well,
don't worry, we can take care of the problem; it's obvious as I look over the
group of 25 sitting here in the waiting room that you all have a common ailment--
you have the flu. That is solved quite easily; all of you line up for flu shots;
at the end of three days come back and we will evaluate you to see whether or mnot
the shots have zured your flu." How long would we tolerate M.D.'s operating this
way in the community? We would run them out in about five seconds; we expect
individual diagnosis and treatment, especially when even though we all have a
health related need, we do not all have the flu, but instead one has a broken arm,
another an earache, another appendicitis, and still another a headache.

Now shift gears back to a different waiting room, one of the "my rooms' of the

kigh school. The teacher walks in and looks at the students and says, ''Oh, isn't
this going to be wonderful year. UWe cre all going to sit here for 180 days, 55
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minutes per period, for 36 weeks this year: we are going to have an exciting time,
the twenty-five of us working together. What! I can see some of you are frown-
ing; I'm sorry; let me see what is wrong. This is 10th grade English. Let me
dust off the curriculum guide (which was usually written several years ago and
should have been burned before being printed). Oh, I see your problem--don't
despair, I can help; it says 10th grade students lack an appreciation of litera-
ture. We can solve that problem; all of you open your books to page 22. Yes,
the green book, page 22; yes, that is the story, Silas Marmer. Now we are going
to read Siias Marnmer for the next three weeks and discuss it in class; then we
will have a test. After you have studied Silas Marner and had your test, all of
you will be cured from this problem called lack of appreciation of literature."
"what! You failed Silas Marner--don't give up—-in our school we always give you
a second chance; open your blue books this time to page 1. Yes, that is it;

we are all going to read together that great piece of literature called Julius
Caesar. Do not worry that some of ynu are reading at 7th grade level, and some
of you are reading at 13th grade level. You are all in the 10th grade so you
should all study the same textbook, read the same story at the same time, have
the same exam, even though some of you cannot understand it, and some of you may
be bored because you read it by yourself two years ago. What! You failed Julius
Caesar—-well, do not despair. In America we believe in trilogies; you always

get three chances——three strikes before you are out. Open your brown books this .
time; yes, that is it--Tale of Two Cities."

Some schools have gotten innovative and have substituted Treasure Island for Tale
of Two Cities, and some are reaily innovative and are now in trouble with the
P.T.A. because they substituted Lord of the Flies for Treasure Island. ''What!
You failed Tale of Two Cities. Don't quit yet; we have another wonderful oppor-
tunity in store for you. Because you failed to appreciate literature this year
and thus failed English, you get to repeat 10th grade English next year and read
the same three pieces of literature again.'" Conventional educators say that this
is an exaggeration, but all one has to do is visit 10th zrade required English
classes all over America. If it isn't Silas Marmer, it 1is still some other group-
paced requirement; schools which have ability tracks or some type of "homogeneous
grouping’ only make the matter worse. The "new" quarter system in English 1is
certainly better than the year long course, but the quarter classes are still
usuvally taught with group requirements and group prescriptions. iow much longer
are we going to continue to tolerate this kind of diagnosis in education?

What we are talking about is the fact that we pneed to indiwidually diagnose and
pr:scribe for each child; we need to offer alternatives in terms of programs for
each child based upon individual neads. The doctor checks each patient individ-
uvally; he often calls for help from another specialist. He calls for help from
his aides, such as nurses and X-ray technicians, and for blood tests in the
laboratory. In other words, he nat only individually diagnoses and rrescribes
and uses his own judgment, but he uses the judgment of other professional doctors
and nursee and the results from laboratory aud X-ray techniques. Yet, where are
we as educators? We are still determining the patient's prescription bzfore we
ever see them, before they ever enter 10th grade. We say that all 10th graders
next veax certainly need to read Silas Marner, because the curriculum guide says
they need to appreciate literature; therefore, order a book for each child so
that they may read and discuss it as a group, for they all have the same defici-
ency. We never do individually diagnose and prescribe for Sally and Henry or ask
whether or not Silas Marner is the appropriate tool for each individual.

Weuldn't it be a sad state of affairs if M.D.'s planned that next September the
@ rst twenty—-five patients to come into their offices wculd be classified as those
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who have appendicitis problems, and all twenty-five would receive the same opera-
tion? Yet, in schools we decide in the spring that 211 incoming 10th graders
need the same curriculum in the £f211; and the tragedy of all this is that we
haven't even met the transfer students. However, it does not matter; we already
have a book for them.

If we get involved with psychodiagnostic evaluation of some of the problem
learners, which we must do more of than we have in the past, we find that stu-
d=nts have problems in the cognitive, affective, and psychomotor -“nmains. Most
of the problem learners, ironically, have difficulties in the affective or
psychomotor areas; they need a personalized program; they need to improve their
self-image, find success, change their concept of life; they need a little love
and affection; they need a teacher who perceives and who understands psycho-
logical influences on learning. They usually have failed tc receive the proper
perceptual motor training in the early years.

But what do we do in mcst of the schools with problem learners? We put them back
into more cognitive structure and give them more requirements; we say if Johnny
cannot read or if Johnny does noi like math or does not do well in those subjects,
then the answer is to give him more math and more reading and more requirements,
even to the extent of taking away psychomotor of affective domain development
areas. We take away svume of the so-called frill subjects like art, music, and
physical educstion so that he can spend more time with reading and mathematics;
and we take away sports and other curricular activities of this nature through
ridiculous eligibilitv ules. This just merely increases the problem of the
child in most cases.

In analyzing current practices, as this chapter attempts to do, we find that we
induce negative self-image for many students, and perpatuate it for others. What
a number of them need is empathy and sympathy from the consultant; adult percep-—
tion must be different. Some students may need two hours of individuslized
reading, two hours of art, an hour of physical education, and an hour of respon-
sibility time at a given moment in his or her development. But do we allow that?
No, because the magic requirements and schedules arbitrarily set by administrators
will not permit this kind of personalizing.

Take a look at the tragedy of some of the Indian students. Many of them score
below ‘'mormal'" on a verbal test but score above average on a non-verbal test.
Many of the Indian students come from families with incomes below $2,000. We
classify them as stupid and lazy. We talk about the problem of alcoholism among
the American Indians, but what do we do about it? Do we give the Indian classes
in Indian aesthetics#? Do we point out the beauty of their ceremonials, crafts,
art, poetry, and dances? Do we enhance the wonderful culture and heritage from
which they have come? Do we point out in Indian history classes that Custer
probably deserved what he got? We talk about glorious cavalry victories but
Indian massacres. Do we talk about current Indian affairs and problems in
classes? Usually not; rather, we attempt to make the Indian child submit to

the culture of middle-class white suvburbia; and as a result, many of the Indian
students suffer from negative self-image. These same descriptions apply to
other problem learners and to other minority populations as well as to a number
of Indian students.

This is not to say that all Indian or minority students have these problems.

Most are fine individuals, and many of tnem do an excellent job in school; but

as we work with the ones who have problems, we are really forced to ask, ''What
Q
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are we doing to correct the errors we make in most of the schools in America today?"
We are not doing what we should with any of the minoriiv groups who are having dif-
ficulty: the same statement applies to most of ths ~y¢htem students, from a minority
or not. We do not have the answers; and vet, by pretending we dn, or conveniencly
excusing the situation by a lack of time or a lack of money, we continue to perpet-
wate the difficulties of the problem learners. Do we really have 'problenm learners,'
or rather do we have "problem schools'?

1f we would only listen to kids. The students will imdicate what is wrong with the
schools, and they w.ll indicate what kinds of programs we need. The schools that
have begun to do this have had rewarding experiences. Some Indian philosophies,
for example, say, "If you do not understand my silences, you will never understand
my words.' Why do some students remain quiet in the classrooms? Could it be that
they have a fear of being laughed at, or that they do not want to answer after
another has failed and perhaps embarrass that other student? Could it be that they
are afraid of being too right or too wrong in some situations? Some cultures teach
the child to be quiet and listen; some are taught not to shine to the extent that
others will criticize them as being too goody-goody. What some of these students
with problems need is an adult to talk to; we arbitrarily assign teachers and say
to the student, '"Go here, go there." If the student and teacher do rot get along,
it is usually the student's fault. Have we gotten to a point where students can
select a consultant who allows students the opportunities to talk about themselves
and the things they know best? Do we really show a genuine interest in each indi-
vidual student, or do we pretend that we do and then put them into the mill of
standard requiremencs and group procedures and group diagnosis every day at school?

We talk about culturally deprived students. There are none, but there are some

who may be culturally different. 1f some tribes of Indian students nlaying basket-
ball are asked .what the score is, the questioner might ask all afternoon and never
find out because they do not care. Yet, watch some groups of middle-class Cauca-
sian boys from suburbia; every five minutes they are arguing about the score. Even
in a game of scrub pickup in a local neighborhocd, competition becomes more impor-~
tant than couperation.

These types of differences can certainly cause cultural barriers--a real lack of
communication. If we are to truly understand individuals, we must finally admit
that many students in classrooms may certainly need diflerent programs. In one

of the big cities recently the topic of a szeech was the problem of students being
culturally deprived; and, of course, again the answer was that they are not cul-
turally deprived, but that they may be culturally different. It was pointed out
_that if a stranger went down to X Street and Y Avenue in this city on Saturday at
midnight, the stranger would be the one to be culturally deprived, or at least the
one who was culturally different. If the stranger could not understand the culture
in that community, he might be in serious trouble at that particular time of night
and on that particular corner.

When we challenge the need to change scome of the praciices which have been dis-
cussed in this cnapter, we must remember that we are not just talking about the
need to individualize programs for all children~~tall, short, fat, thin, pink,
green, fast, slow,-—it makes no difference as to their background, other than
recognition of the fact that usually the individual's frame of -~frrence and self-
image make mandatory individual prescriptions.

Further, we are talking about all schools--suburbia, rural, and inner city. We

must analyze schools and their programs in all settings. Schools cannot continue

Q- have counfining acres or fences. Students can no longer continue to enter at
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8:30 and be gobbled up in the walls of the school and not leave until 3:30. Schools
cannot close at 3:30 or 4:00. They must be open seven days a week, 24 hours a day
in most communities; students, in addition to using the school, must use other
community resources, and the parents must utilize the schools. Some schools are
beginning to contract out to private agencies for instruction. They might, for
example, contract out with a local reading laboratory a crrtain amount of time in
which this laboratory works with designated students who are having reading diffi-
cultiz:s. Often in rhese cases the private agency may do a better job than the
school because the agencies are geared to handle this problem; their existence
depends upon the volume of clients and their ability to succeed with these prob-
lems. Their only profits come from this kind of instruction; if they are not suc-—
cessful, they will soon be out of business. Such agencies might be used to tackle
some of the immediate problems in education. The recent O.E.O. effort in this
direction is a pilot program to sample the cognitive reading and math areas;
improvement could relate to the affective. In spite of the esrly flaws, with

the unfortunate interpretation of accountability, and the financial hassles, this
concept may »e of value in the lorj run.

The potential school community resources are generally yet to be tapped. Why is

it that we always seem to teach art and animal classes at school? Can't the

animal classes be held at the local zoo? Can't the art classes be held at the

art museum at least part of the time? Tl.ese are not original ideas; some communi-
ties and outstanding leaders in education have long advocated and have already
implemented these kinds of programs. In this chapter we are just trying to draw
together some of the current practices, an analysis of which does challenge pcesent
notions about schools.

Why, for example, can't students from school A and school B me._t at the zoo to
learn together. We have the problem of racial imbalance in cetrtain cities. Part
of the difficulty as related io schools is that we insist on the neighborhood
school and the fact the students must spend all day within the school walls. Why
couldn't 30 students from neighborhood A which is perhaps an all "white'" neighbor—
hood and 30 students from neighborhood B which is perhaps an all "minor: .y popula-
tion" be sent to the zoo together? Here they form a class of 60 with two teachers
and perhaps the emplcyee at the zoo, parent volunteers, and teacher aides. 1In
other words, perhaps four or five adults can work as a team with these 60 students
to teach them something about the particular animals that they are visiting at the
zo0 on that particular day. Here is an integrated class working together outside
the school walls; it helps to lessen social problems and the school racial situa-
tion. Both groups are bussed; it is probably a much better learning experience

to have students study animals in the zoo with all kinds of resources available
than to have them sit in a classroom reading a book, looking at pictures, and

 perhaps discussing .Aith a teacher who knows very little about animals.

Why can't students spend a week or a month or longer working at the local hospital

or all the dozens of other places in the community? Obviously, not all communities
have zoos, art museums, or hospitals; and the weather, size c{ town, and number of
students place limits on the practical application of these ideas. However, some
of ‘it can be done in each school district. The important concept present:zd here

is that of getting the students outside the school walls more often *han the half
day field trip once a semester.

Consider the classes held within the walls, especially in the light of the twenty-

first century. Is the content tiat students are learning really important and
relevant, especially if the medical scientists are correct in their predictions
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that some of the current seniors will live to be 100 years old, and that some of
the current kindergarten children may live to be 125 years old. Many of these
kindergarten children will not go to work formally until age 25, will work only a
three or four day week and will retire at age 50. Are the kinds of programs that
we have in the schools today designed for students who are going to live in the
world of tromorrow? We no longer can say, "Well, that is way off in the future;

we will worry about the twenty-first century when we get there." These students
who will live in the twenty—-first century are already in school and their programs
must begin to be geared for a different society.

Suppose the current kindergarten children do not learr anything until they are 30
years old. They still have 70 to 100 years in which they can learn all that we
learned in the 70 years we had when we came upon this earth. What are these stu-
dents going to do from age 50 to age 125? They will have 75 years of leisure time
to twiddle their thumbs because we have not provided opportunities for them to do
anything different. What are they going to do on the non-work days of the three
or four day work week? This is one of the tremendous questions and one of the

tremendous challenges in this world of change. What is really impor. - 0 learn
now, for the future, and for students currently in school who may be #:' 2 in the
year 20507

Many of the leading educators are saying that perhaps the expressive subjects——
art, music, dramatics, creative writing, foreign language as a recreation, rec-—
reation courses themselves, home economics, and industrial arts——zre really the
important subjects for many students. In schools are we going £o continue to
deal primarily with the instru.ental subjects of math, science, social studies,
English, and foreign language taught as an academic exercisza? Even now, most

of the population is working only 35 hours a week; vet, about 15 per cent of the
population is averaging 55 hours a week. It's an upusual situation when a few
put in 55 hours a week so that the many may work 35 bours a week. There has
been a tremendous change from the years when the so-called blue-collar workers
worked long, long hours so the few white-collar workers could enjoy more of the
luxuries and time off. Many of the things we are now teaching in math, science,
and English are not of value to current students, nor will the ccntent be of
value in the near .uture. Petrhaps art, music, dramatics, and the expressive
kinds of subjects will be the most important that we can offer to a great number
of students. Certainly many of the students need more than we offer in these
areas in current schools; we cannot really justify the old "academic'" require-
ments for all students for college admission or high school diplomas. 1In those
areas which we might ¢ <ide to require, certainly the process rather than the
content must be the focal point.

Many educators can dwell upon their own personial experiences such as attending a
self-contained elementary school whare they never were fortunate enough to have
reall: outstanding teachers in the areas of art or music. Many, as students,
were not too interested in those subjects anyway and, therefore, never developed
much skill or talem:. They finally got to the 7th grade where it is common to
find weaker teachers in required 7th grade art and music. They disliked the
teachers and the rourses, so they rebelled and received D's in bo.h courses.
Their experiences ir art and music in the 7th grade were so horrible that :.zver
again did they choose to tuke an art or music class. “hev often go thrnigh
five more vears of secondary :chool, grades 8 through four years »Y¥ =nder-—
graduate college, and four more years for the Ph.D.-—-thirteen vea.s s -igh
school and college w ~—-aud never once do they take an arf ¢ .+ C £ourse,
GWhy? Because society said these things were mot important. They were required
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to take over and over again English, history, and Mick.y Mouse education courses.
The strict required curriculum and traditional methods of teaching really have
proven to be of very little value to many; and yet, never were they required to
take anything in the area of the expressive subjects, except for a little physical
education which was poorly taught. In high school most were even excused from
that because they were members of the athletic teams; and now these students are
school administrators and parents.

If one wants to see weak education, generally speaking, visit 7th and 8th grade
required general music classes. The 7th and 8th grades are supposed to be explor-
a-ory and elective and exciting; and yet we require students to take English,
social, math, science, physical education, and/or art/music, and/or shop/home
economics. If they do not do exactlv as the teacher says, they flunk and are
told that they are terrible students. In art and music, for example, even though
they were designed supposedly to help students find a place for themselves as
they explore their future, if some students do not like a teacher, do not like
working th clay, or cannot sing in tune, they get D's or F's or unsatisfactory
notices in these exciting exploratory years of their lives. And what research
indicates that all students should have two semesters of English and only one
semester of music?

What really is important to teach in terms of current knowledge? If the eight-
year study during the 1930's had any value and iL the experiences we had with
the GI's ceturning from the battlefield in 1946 and entering college had any
sinificance whatsoever, then we certainly should know that college success does
not depend upon the magic requirements of most high schools. It is possiole for
a student to skip those wonderful algebra, English, biology, and world c~iviliza-
tion courses and still go on to college to become doctors, awyers, astronauts,
construciion workers, salesmen, or whatever other criteria we want to apply as
having found success in the academic world. And how awful that word "academic"
is as used iy schools. We differentiate between the so~called important academic
subjects and the so-called less important subjects~-""the frills and the non-
academics.” We know that students can take four years of basketweaving in high
schonrl and still go on to college, fiund success, and get good grades, if grades
arc the critericn. The important thing is that the students find success,
develop positive self-images, find that learning is fun, learn how to tackle
sjtuations, become self-directing and responsible, and learn to make decisions
and value judgments. These are the kinds of things that seem to make a difference
in terms of success, not only in college but in the world of work and the world
of home. Therefore, what should we tez:h, and how should we teach it? What
evidence do we really have to support that what we are doing now is the correct
way?

And look at the so-called curriculum innovations. Most of them have been improve-
ments over the past; the materials have cut out some of the less important informa-
tion, but we really have not come up with exciting innovations in the area of cur-
riculu We haven't developed criteria for as essing the pre-packaged curviculum
materia..; that are nnw on the markct, although grcups are workin, on them. W
really haven't developed curricula that allows students to learn critical thinking
and creativity or to develop these traits to an extent that we can say, "Yes, we
are doing these things fcv boys and girls." We have not developed many courses
that really spell out behavioral objectives; and we have not come up with evidence
yet as to what difference, if any, that spelling out behaviorai objectives makes
in terms of the final student product at the time they now ''graduate.” We really
have not determined the role of humanities or the behavioral sciences in school
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programs, let alone properly define them. BSCS biology, as an example, is 100 per
cent better than the biology programs that were in vogue prior to BSCS: and yet,

that program, even the second edition, is badly in need of change and revision.

Tt is still group-paced and discipline centered; we have only taken a step forward.
We really need to challenge what we are doing in the world of curriculum innovations.

How many <f the new programsS are taught on an interdisciplinary base? We keep
waying that knowledge 1is interrelated, yet we keep teaching as if there were mno
relationships whatsoever. In most of the schools we still try tc teach at least
twelve or more subjects as separate entities: communicative arts, theater arts,
music, art, foreign language, social studies, industrial arts, home economics,
mathematics, science, physical education, health, business, and other such depart-
ments. Now we can add environmental studies and child growth and development as
probatly the two most important.

Perhaps it is time to narrow the curriculum to two or three general areas. One
might be, as an example, called communication. We might discuss such concepts

as man and beauty. In an area called interaction we might study something like
man and society or the effect of war on the individual natiocn. In an area called
environment we might study topics such as man and nature and man and universe,

or we could teach humanities, sciences, oOr unified arts. There are many ways to
attack the problem; but rather than continue to teach twelve isolated subjects,
we should find several alternative ways to interrelate the curriculum in a much
more meaningful program for boys and girls. The concepts could be taught by
learning teams of adults, which could be reconstituted whenever necessary. They
could change for esach concept, every theme, every semester, every year, Or when-
ever it seemed best. There would be ongoing ‘change in the curriculum. Only a
few ~chools have begun revision in terms of interrelating knowludge. Even beyond
tFi. should be only one curriculum--all interrelated. It is difficult to do now;
perhaps some merging will help schools move in this diraction. A better way is
to have students develop their own interrelated courses where the material makes
sense to them and where teacher teams and personality matches can thrive. Cur-
riculum centers are established and then merges are accomplished through individ-
ual or small group courses which are planned to meet a felt need.

Some schools have been very successful in mnerging the following combinations:
Expressive Arts (the old English, art, music, and foreign languages); Environ-
mental Studies (the old science, physical education, social studiez, and health);
Technological Systems (the old mathematics, business, industrial arts, and home
economics). This combines the former academic and non-academics, it balances
team numbers, it relates subjects with common pursuits, it forces the teams to
overlap (math and science and English and social studies in cifferent teams),
and it gives recognition vo special areas w. chout isolation. We are finding
that most special education students should be out in the regular programs
about three-~fourths of the day. This can be done witch individualized instruc-
tion and ceam learning. Different possible approaches will be presented in
Section C. Here all we are trying to do iz to ask and analyze whether the con-
tinuation of departmentalization is best. As we approach the 21st century,
certainly creative dr:amers can nroduce a more viable organization.

Q
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Chapter 6
More Provoking Questions

For the 70's, we probably ought to have 2xper. .ces that are learned almost
entirely through an individualized and interrclated basis. Individualizing
instruction does not mean one student always alone. It still involves the con-
cepts of groups when groups make sense. 1In learning in the big barn concept
previously discussed, the students operate most of the time incependently. They
select materials which they want to study; there should not be the formal courses
most scl 92ls neow have. If a student wants to learn in the area c¢i -ronomics;,
for example, he can work with consultants to develop the kind of program that
would ipnclude the nrocess and knowiedge he noped to gain. An individual student
might be the only one in the school studying a certain phase of economics
because this was meaningful for him at this particular moment. Again, "at this
moment in time" is a :rucial consideration in curriculum prescription.

On the other hand, there may be a group of students who are interested in a
certain concept; each student may still work at hir own pace and at his cwn
speed. However, they may be “rought together in small and large groups when
needed to discuss the program or materials or concepts, or to share ideas and
interact; we know that interaction is important in learning. In other words,

in this big pool-barn concept, where the curricula is completely flexible, where
there are no magic requirements of five days a week for each class in which at
least 15 enrollees are essential in ovrder to justify the existence of the course,
a student may siudy the topics which appear _o be relevant and at a level corres-
ponding with the interest and ability to accomplish the goal. Teachers should
not teach groups day after day but should act as motivators, stimuletors, and
tutors. This openness allows for completely individualized and flexible pro-
gramming, with few conctant demands, with continuous progress, and yet, still
provides group interaciion and laboratory experiences when and where needed and
at the appropriate time.

In later chapters more detail will be presented as to how to individualize. The.e
is always criticism from teachers that it is impossible to individually diagnose
and prescribe. They claim that they are not trained to do this and that they will
make mistakes. It is true that errors will be made; M.D.'s are not 100 per cent
accurate in their diagnoses, But look at the mistakes being made now by edu-ators.
We diagnose and prescribe every day, but traditionally we do it by the group
method., Everyonz read this chapter, do these problems, or have this assignm:at
ready by Friday. Day after day, all over America, teachers pretend to diagnose
and prescribe; they claim all studerits in the class need the same instruction.
Nothing could be further from the truth. Carefully analyze current educational
practices in the majority of schools in the United States.

We will continue to make mistakes as we individually diagnose and prescribe, but
not as many as by t e groun method; we have the time and the techniques. If we
will stop trying to "cover content” and tzke time for ind'vidual conferences, we
can do it. Tne tools for individual diagnosis are thcse we already have and use.
The proposed difference here is that we should utilize a more formalized apnproach
and application of these techniques.
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Obviously, in order to do this the school's philosophy and oT8anization must change.
The six components discussed earlier must be dramatically reVised. Schools will
need capsules, contracts, unipacs, nultiple reference books, bPaperberks, programmed
materials, filmstrips, tapes, single concept loop fiims, recOrders and projectors,
phonographs, and beefed-~up resource centers. Current texts may have to be tora up
and subdivided; curriculum project materiz’s must be individualized; programs must
be seif-paced. Students need to write their cwn goals, develop their cwn quest
activities and be allowed to pick from a smorgasbord of actiVitizs,.

As we challenge the need for change, we must look at the whole concept of learning.
What is the nature of learning? How do kids learn? There i8S a thought that says,
"Effective oral communcation is when students teach and teachers learn.'" When are
we going to come tc the realjization that frame of reference hag a tremendous in-
fluence on how studenrs learn and how they communicate, what they understand, and
what they learn in class? Do we really know all we need to Rnow about learning?
Learning about learning should be a major focus of pre-se=yiCe and in~gervice
efforts. Why isn't tt2ve a full-speed-ahead attack on L «Uestion of how indi-
vidual students learn, and why haven't we done more to im, Tent What knowledge

we do have? Why do studeuts still get D's and F's and drop Out of school? Per-
haps it is because we do not understand that learning probgbly does best occur
when the students teach and the teachers learn.

What is the leadership role of the teacher? Have we ever grdlyzed classroom
behavior? Do we know what is accomplished when the teachey Stands up in front
of the class and talks and talks? What kind of verbal comyuRication results in
good learning environments? What kind of communication is bes: for a teacher to
use? Who is a successful taacher? What are the criteria fOT knowing whether
the learner has accomplisheq the goals that were to be reach@d? Who set these
goals? What about theories and knowledge in the area of ipftruction? Have we
applied them to teacher training? Wny is it colleges stily lecture three times
a week from 9 a.m. to 10 a.m. to young prospective teacherg in a course called
Adolescent Psychology anc say, '"Don't lecture to adolescent5''? Have we really
begun to analyze teacher supervision, as an example? Does the supervisorv
teacher who observes the student teacher from the back of yh® room and watches
the verbal interaction chat takes place in the classroom reg2lly know what to
look for in terms of succesaful teacher behavior? What might be the role of the
teacher in the whole world of simulation, gamas, and other t&aching techniques
that are beginning to be researched in some of the innovatjVe schools? We really
save not studied very carefully this whole areaof the leadg¥Ship role nf the
teacher.

As we ask more questions, what about students' rights? ThiS is going to become
one of the crucial issues iy the next ten years. If some ¢gf the pPresent change
agent educators were students again in high school, knowing all the things that
they know now, and if tney were attending a conventional high school with bells
ringing, hall passes, study halls, single textbooks, tes:s OR Friday, final exams,
and all those wonderful tunings that we have done to kids all thess years—-teaching
them as if they were jailbiyds-~these change agents would p2 the leuders ol student
revelts. 1f students don't rise up and force educators o thyow out mzny of the
traditional worn out ritualg, then the students are doing ¢ducation and themselves
a great injustice. Studentg should be urged to peacefully boycott; byt even more,
schools should eliminate the hangups that are causing studeBt unrest, In most
ins*ances, the students are right, except in some cases whegT® a few are spurrad on
by a fanatic minority.
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At the present time, administrators are caught in 2 great dilemma. Studants are
beginning to exhibit dissatisfaction and are hammering at the administration.
Teachers are going on strike and demanding negotiations. The adult is dissatis~
fied with the American sccizty, and he sees the schoonls as nart of the plame.
Are the students right in their criticisms ¢r are they wrong? Ard what atout
faculty grievances? &s we look at the rights of students and the things about
which they are complaining, we find many of them to be legitimate. They are
exposing fundamental flaws in society and in the academic establishment. They
are questioning values, as in situations where they understand that perhaps tV
war on poverty probably needs 5C billion dollars to tackle a task for whkich only
1.7 billion dollars may have been appropri .ted. They are saying that perhaps 80
per cent of the rnopulaticn must give up more of their income in order to correct
the deficiencies we now find among the 20 pex cent of the population.

1f students are in conventional kinds of schools, we should be among the first to
urge them to begin to demand some changes. However, rather than have them be

forced to demand change, those who are in command of the schocls today--the parents,
school board, administrators, and teachers--should recognize that we need change and
that we shnuld offer chis change before the students demand it. We should sav to
them, "We must change the kinds of schools we have. You are right in some of the
criticisms you are making; therefore, please help adjust the learning situation so
that you can have the kind of schoel you deserve for optimum rtotential."

Educators must analyze the traditional practices in the conventional schools and
the newer practices that have been adopted by the innovative schools. We must
challenge the flaws in the society and in the general educational systems. DRather
than to constantly <riticize each other and ticker and fuss and fight, «ducators
together must take a look at the prospective changes in the society which are
coming by 1980 and 1990 and in the 2lst ccoiury. We mest ask questions: ''What
are the implications for education of these :Tospective changes in society?' 1If
we are going to achieve change, we must creaZe an environment, a climate which
can serve as a vehicle fow successful renewil. It is often stated that the man
who is educated is the man who has learned how t¢ learn, who has learned how to
adapt and change, and who knows that no knowledge is secure. If these thcoughts

are valid, then how many concepts are rejected by current educators me ' because
we are not familiar with the proposal and have not learned to adapt ar ‘ange?
How many ideas are rejected because they do not meet individual frame of reference
criteria?

In the October 9, 1967, issue of U.S. News and World Report, the title of an
article, "Airports of the Future," was of interesi to educacors. Part of the

sub-statements read as .ollows: 'Revolutiocnary Changes Lie Ahead--Airports
Being Built or Designed Will Offer Fantastic Innovations ~- Walking -~ Will BRe
—— Almost Eliminat »d." The educational innovators could not help but think at

that time, knowin, how desperately airports need to improve, how the air industry
can talk about revolutionary changes and fantastic innovations, and then proceed
to accomplish these changes; in fact, air travelers actually encourage such new
directions. As a contrast, look at education. Educators arc usually afraid to
openly (iscuss revolutions or fantastic innovations; in fact, many have a diffi-
cult time . some areas even talking about evolution. Th: question now, though,
is before schoola.n: Should educators talk about revolutionary change= and
fantastic innovations in the schools?

Some people have accused che innovators of moving too fast. But just Y “view com~
o ments made by leading educatoars nwior to 1927. For exampl-, "™arks in the e!-mnen-~
EE [(j tary scnool are nct to be recommended, and #t the high school level they are to be
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patiently tolerated-—orly because cf the requirements of the colleges which are
based upon some such re~ords—-." 'These concepts and these programs that we are
laboring over today cre by no meanc rnew——ithey are hardly revolutionary--we are not
moving too fast-—we are not changing too rapidly--we are not innovating irrespon-
siviv." Yet, fifty years later we still have report cards in elementary schools,

we are still toler=zting Carnegie units because of the colleges, and we are still
trving tc convince people that new ideas in educaticn are not revolutionary.

We are headed into technological, cultural, religious, and social revolutions and
evolutions as we approach the 2lst century: yet, some schools are still reading
materials similar to such obsclete comic books as Buck Rogers—-we already know

how to go to the moon--~and even worse, many schools are still tied to the single
textbook--the basal reader., for example~~rurchased from one of the major publishing
companies.

One of the reasons we are presently so concerned zbout analyzing current practices
as related to change is the problem of the time span of adoption. We are all
familiar with the early studies that generally indicated it has taken fifty years
to bring about change in education, in terms of nationwide acceptance and imple-
mentation of the proposal. Some of the newer indications show rhat a few of the
current innovations are being adopted more rapidly. However. as one looks at
many of the changes suggested in <he schools, one finds that the time spzun of the
adoption vurve still is basically crue. Ahout 2.5 per cent of the schools in
America could be classified as truly and exceptionally innovative. Another 13.5
per cent could be classified as early adopters, 34 per cent the early majority,

34 per cent the late majority, and 16 per cent the laggard schools. From the

time the 1 ggard schools finally adopt something that the inunovative schools
started, ften a fift,-ye~r time span has elapsed, even for a change that we
finally ali agreed was worthwhile. For those who don't believe this iong span
exists, just look at tha early childhood problem; until the advent of Headstart,
only 50 per cent of the children in the United States had an opportunity to attend
a kindergarten type program; some states still dc not have publicly supperted kin-
dergartens. Y. ., kindergartens are over fifty years old, and a full-day, indi-
vidualized, five-year-old program has shown to be of tremendous value for most.

Education today, then, must embark upen a new speedway. In listening to such
races as the Indianapclis 500, innovative educators cannot help but reflect on
change in the racing industry. A few yvears ago the front engine Offerhauser
ruled the race track. Their ownerr thought they had a very fine machine. Then
along came the rear engine Tord. People laughed at it. Too small. Not durable
enough. People claimed it would never replace the Offenhauser; yet, about three-
fourths of the cars at a recent Indianapolis race were Jords. Only a few Offen-
hausers were still in existence, and then along came the turbine. It was better
than the other racers; but what was the first reaction--yes, to reject it. Even
the racing industry has difficulty in breaking traditions and allowing change to
occur, but as witnessed by the acceptance of the Ford and now other new rerent
models, it is certainly obvious that they can do i+ much more rapidly than educa-
tors. Schools must join the educational speedway. We must move from the early
Offenhauser to the latest designs, knowing that around +he corner is another ne’”
revolutionary proposal.

We have to get used to change in education. We have lived too long with people
whose feet have been solidly on the ground; we must now begin to get accustomed
to livin> with people who have their heads in the clouds.
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We are seeking new goals in education. For years, we have tried to go up the same
side of the mountain. It seems we kecp getting hung up on the same cliff. 1In
taking the same path and in trying to reach the same goals, we have never been able
tc accomplish the task. In education today we are saying, ''Let's take new paths;
let's reach new goals." Certainly some of the things we Lave done in the past we
want to retain; on the other hand, we now have additionzl goals arnd new ways of
reaching all goals.

One of the newer goals that we are consciously seeking in schecols is to develop
self-directing, responsible, decision making igdividuals. In the past we have
given lip serviece to that statement; w2 have never orgznized schools to accomplish
this task. We want students to enjoy school and learning. We want them to look
forward to self-education in a lifelong pursuit of meaning. We are interested in
having them discuss concepts; we want them to learn about process; we want them to
inquire, to discover. These things are more important than content. It is true
we are =till interested in content, but what content? We n-ed to re-evaluate our
traditional curriculum offerings. There is a fairly accurate cliche that says
about half of what we are teaching is ivrelevant, and the half we should be
teaching has not been discovered.

Onec of the major reasons for change in sc:.wols is the terrific problem of dropouts
or pushouts, both the in-school and out—of-school cype. The in~school dropouts
wili be discussed later. Suffice it here to present a recipe for out-of-school
dropouts or pushouts, by Hugh Wood, Professor at the University of Oregon. As

one reads this statement, it is hard not to reflect on tha kinds of programs we
have for the many non—achieving students in school today.

"Take onme poor American boy, give him as litt. love as possible, kick him
around a bit at home, put him in an academic schoolroom with a subject-
centered curriculum and a scholarly teacher who sees no hope for him. Fail
him once or twice, mever give him more than a "D," be critical, never praise
him, treat him as a number rather than a person, and do not let aim ever
feel he belongs in school. Transfer him from one schonl to another occa-
sionally, keep him out of school activities. Stir these difficulties well
together, make him angry enough to play truant a few times, cook wcll in
social class structure, burn to a crisp with sarcasm, and bake two or three
years. This should produce something you can sweep outside nr under the
academic rug, but if you cannot get rid of thim this way, tell him he has
to take English with Miss Brown. If you want to frost this wi. a little
juvenile delinquency, deny him a job the first 30 places he trfes. If

this recipe still produces a good American youth, try again."

As schools have begun to change, many individuals have tried to classify the issues
anu trends in instruction today. What are the issues which are forcing the devel-
opment of a rationale for change?

In the area of diagnosis and treatmcnt of learning disabilities, we must locok at
questions relating to psychological influences on learning, perceptual-motor
training, self-concept and sychomotor influences on reading, and the roles
of the cogritive, affective, and psychomotor domains, to mention but a few. In
the area of teacher leadership roles and interaction analysis, we have yet to
determine t..: wmcst effective teacher behavior. Teachers have not been given
research training: we are still disputing theories of instruction wicroteaching
types of ideas arve still jrst possibilities for improvement.
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The whole concept of living in a global village is unexplored. What is a model
city? How can education contribute to solving problems <f crime, minorities,
poverty, and slums? Shcuid not school districts have local planning, research,
and development centers? Teachers and negotiaticons and their roli:s in a glotal
v.i1lage 28 professionals, as decision makers, as participants in the precblem of
students' rirhts still are under revision. And in the global village, perhaps
an experi’nce :alled The Future, taught by a team of sociologists, psvchologists,
physicia ‘2. ewoncmists, scientists, anthropologists, architects, and plznners,
and focu.' ay on 1980-2020, might be more relevant for current students than the
present courses in {2 Ancient and Western Civilizatione

What about the scope ot all of the coming changes? Are we talking about a
rationale for change vnly in tte United States, or has it tecome international?
The latter is true as & number of other nations arz now involved in studying and
implementing new direction: in edication, indicating that several countries are
beginning to awaken to the sam~ protlems we have in the United States. Further,
the U. S. Office of Education has funded regional laboratories. Articles being
written on change in educatioun are coming from social scientists and other out-
side the field of education. The Designing Education for the Future Project,
the National Institute for the Ctudy of Educational Change, the Educational
Facilities Laboratory, the many university centers where ~rofessors are studying
the change process have been additional indications. Inncvative leaders like

J. Lloyd Trump, and the number of experimental schools developing thiroughout the
world are showing that the scope is more than local:; it has become national and
international. There is a growing awareness of the need for change in education.

One of the reasons for this new vision in the United States has been federal
funding. Title III, for example, has enabled school leaders to consider projects
to advance creativity in education by establishing centers which have encouraged
the development and demonstration of worthwhile innovations in educationzl prac-
tice through exemplary programs and through supplamenting existing programs anad
facilities. Title III has been involved in the processes of inquiry, invention,
demonstration, and adoption, thus helping overcomz some of the major problems

we have had in the past in developing a rationale for improvement. In spite of
all recent criticisms of, and flaws, in Title III programs, Title III has been

a fantastic contribution to chzange.

To be significantly successful, though, we certainly =need further visions. For
example, why don't we have electronic bluebirds? Why should students spend as
much as two hours a day on a school bus looking ocut of the window? Couldn't
those two hours sometimes be spent in individualized instruction through com-
puters, dial access, tapes, and other media? Certainly the school bus could
become an automated arrangement. We may have helicopters taking school children
rather than buses; the next step thenm would be electronic whirlyl .rds. These
things may be out of the question at the present time, but already studeats ir
Kentucky and Mississippi are learning through materials from automated centers
in California and there Zs an electronic bluebird in Colorado. Perhaps whirly-
birds will never come to pass, but the idzas of students being transported in
some other fashion than spending two hours in buses will eventually lead to
improvements in this area. It must be remembered, though, in favor »f the
present system, that for seme of the students, and they should he idertified,
parhaps the 360 hours that are spent talking with friends on the bus is the
best way for them to spernd their time. However, a number of students could
certainly benefit from some other use of the 360 hours.

\Sne major problem v have always had in education is called calculated apathy.
E [(ris another word for complaceucy. We have been so content with the status quo
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in most communities that we have been ungilling to change. As we begin to develop
a rationale for revision, we are going to question some sacred cows. Questioning
sacred cows causes emotional upheaval. Generally, change seems to occur through
upsetting experiences in a supportive climate; in other words, the needler from
outside upsets the status quo inside. However, on the inside is a handholder--a
superintendent or other who can support the concept that change will not occur
without planning. This type of approach toward eliminating calculated apathy leads
to consent and consensus, and thus situations where the community is prepared to
accept change.

If one looks back into some of the history books, it is easy to develop a ration-
ale for renovation, especially if we belisve we have better ideas now than we did
200 years ago. If we look at a picture of a classroom in 1770, we find a teacher
sitting on a little platform listening to children recite while the others sit on
benches; the dunce is in the corner. One hundred years later, 1870, the picture
shows the teacher still seated listening to recitation; but she is down off the
platform and the students have a type of crude desk. As we reach 1970, tragically,
the situation is basically the same. The teacher still sits listening to a group
recite. The students have been jammed into desks probably no more comfortable
than they had in 1870, and they are eugaged in busy work. Little has changed in
terms of classroom organization in 200 years. Hopefully, in the 70's we will find
more schools with programs that eliminate thirty children sitting in desks facing
the blackboard.

As wea talk about a philosophy geared to change, #2 certainly want to discuss and
plan for different teacher-pupil relationships. In most schools we still have
too many teachers who say ''go to the office, John." There is a aegative approach
toward boys and girls. Discipline and control of the environment are seen as the
most important factors. In the new kinds of schools we want teachers to say,
'"May I try to help, Johnny?" We want sunny bright kinds of environments where
teachers are not concerned about control but are concerned about the needs and
interests of each of the individual students. We are not concerned about imposing
the authority of the teacher upon the student; rather we are concerned about
working with the student to help him become a self-directing, decision making
individual.

In this sitvation the organization can develop a fifty-fifty relationship with
students, not a ninety-ten relationship. Most schools now find ninety to one
hundred per cent of the decisions made by the principal oc faculty as the voices
of authority. Students do not have a part in deciding what is best for them.

In the new schools, at least fifty to eighty per cent of the decisions are made
by the students. This means that adults are going to have to study new methods
of learning and instruction. They must review, in light of the learning and
instructional concepts now available, the kind of curriculum that is relevant to
students.

Teachers must decide whether their emphasis is going to be on content, or whether
it is geing to be on the development of logical thinking, discovery, and inquiry
techniques. Are they going to permit and encourage the students to question the
authority of the content, of the textbook, and of the decisions made by the adults?

An analysis of current practices certainly includes revision in the university

and teacher education programs; the 01d Ivy Tower must change. This business of
the college professor being an expert with prestige but confused as to whether

his role is to teach, research, or write must be reviewed; the traditional academic

54

03

o
g



senate and the publish or perish routine must be eliminated. Can we put up with
fifty more yzars of segmented departments in colleges, and Ph.D.'s who know all
the answers? Can we continue to put up with colleges which insist upon grade-
point averages and Carnegie units, Monday-Wednesday-Friday lectures, final exams,
rigid schedules, required attendance, egg crate rooms, and ringing bells? It is
amazing to realize the number of colleges in the United States still ringing
bells and relying on the course textbook. There are very few innovative colleges
in the United States. Teachers are not being trained to teach in innovative
schools. Administrators are not being trained to plan for change; and yet most
Americans are quite sure that the society of 1980 ané the society of 2000 will
Le entirely different than the present. When are the Ivy Towers going to change?

Considering that right now teachers really are trained in the general culture and
not in colleges, it causes wonder as to why we even have colleges of education.
For example, watch six-year-cld children play doctor; they give a shot, use a
stethoscope, and give the patient a pili, but that is it. They cannot perform
the other functions of the doctor because they must go to school to learn these.
However, watch children play school at age 6; little Mary can do everything the
teacher can. She can scold, put students in a corner, assign them workbooks,
have them sing a little song, sit in a small group and read a book, and have
them go out for recess. There is little need for the present colleges of educa-
tion. 1If teacher education is to become meaningful, we must take a look at what
the schools of the 90's probably are going to be like. What will the general
functions of these schools be? What will the social functions of the school be?
What skills, concepts, and knowledge will be needed by individuals living in the
society as the year 2000 approaches?

Fortunately we are beginning to see a few new programs in teacher education.

Some schools are saying goodbye to student teaching, methods courses, college
supervisors, 20-30 hours of required education courses, development of multi~
purpose teachers, the socialization and intellectualization of teachers as goals,
college professors' stuffy lectures, traditional final exams, the single textbook,
and rigidity and sameness. The colleges of education must teach the way they
expect teachers to teach; they do not expect teachers to lecture three days a
week.

We have evaluated the present teacher education programs to some extent and found
them inadequate; thus, hello innovators. Fortunately, around the country there
are about fifteen colleges and universities that are trying different ways of
educating teachers. They are looking for better solutions. Part of the problem
is to evaluate these new efforts, to measure their effectiveness, and if seemingly
effective, to encourage the universities to go even further.

We are getting to the day when we will have differentiated teaching staffs, and
colleges must train people for these positions. More and more master teachers
will be hired to work on a twelve-month contract; some teachers will diagnose
and prescribe while others will carry out part of the prescription. Some of the
axperimental college programs say that behavioral changes of teachers occur in a
c¢linical approach. Are microteaching, individualized projects, simulation, T-
grouping, and sensitivity training the i1deas which are going to help in teacher
education programs? Should we start freshmen in college into the teacher educa-
tion program via work in the schools, or should we wait until the master's pro-
gram as some colleges propose?
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Certainly these questions, in terms of new directicnms of teacher education, are
illustrative of the kinds of programs we must consider if change is going to occur,
not only in teacher education programs bat in all schools, Pre-K through graduate
degrees. Turther, consideration must be given to the probl. - of teacher certifi-
cation. We are so stagnated in the belief that 18, 22, or >2 hours of education
courses make & person certified; and we are so certain that we can separate an
elementary teacher or child from a secondary teacher or child merely by deciding
upon labels czlled "6th grade' and "7th grade" that we seem to have lost all hope
at present of ever improving teacher preparation. Fortunately, a few are grum-
bling at the absurd way we certify teachers. One of these days the revolution-
aries are going to have their day in court and out will go the present inflexible
magic requirements. The situation is further almost hopzlessly entwined in some
institutions when it is realized that perhaps 80 per cent of the college training
is in the school of liberal arts, not in the school of education, and the liberal
arts professors have been some of the worst offenders.

Eve:: more, besides the revision of the present state department rituals regarding
certification of teachers, out will go the horrible regulations now in force re-
garding high school graduation. In some states, for example, all high school
students must take four years of English, three years of social studies including
one in the senior year, two years of physical educatiorn, one year of math, and one
year of science. No art, music, industrial arts, home economics, foreign language,
or business education is required. Just what research is there to indicate that
three years of social studies is more important than art for all students or for
that individual student? What does social studies in a senior year do for an
individual? Does he enlist in the Army, wear his hair shorter, vote more often,
or what?

Regulations regarding high school graduation and teacher education zre obsolete.
Even if most educators could agree on some of them, there is no research to sup-
port their claims. The idea of high school programs based upon the demands of
college entrance is equally questionable. High school people know more about
student needs at this level than do the colleges. There will come a day when
there will be a mass overhaul of high school and college graduation requirements
and teacher certificaticn. In the meantime, innovative educators should do
everything possible to circumvent regulations which work against the needs cf
the individual. One day, for example, secondary principais of a given state will
just refuse, as an association, to honor state department and college rituals.
That day will be the dawn of a new era for the students of America.

Until recently very little was known about successful teacher behavior. After
all these years of teaching, we still really know very little about what methods
and what personalities are best for a teacher; subjective ratings have usually
been as good as objective ratings. We are begimning to reach conclusions, some
of which have even seemed to indicate that organization makes very little differ-
ence. Of course, the effect of the differences which have been studied have been
measurements of traditional academic achievement in the cognitive areas, such as
the Iowa Test of Basic Skills. They are not evaluations of environment as re-
lated to new concepts, such as responsibility and decision making. The whole
area of teacher methodology needs a great deal of research.

As we enter the 70's and look at individuals in teaching, we find that some teacher
characteristics do make a difference. We are beginning to find some eviderce, for

example, that teacher warmth seems highly defensible; that indirect approaches are

more effective than direct; and that teachers who exhibit wvalid cognitive
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structures in their subject fields seem to have more success. The further gues-—
tion is, can science contribute more to the prediction and evaluation of success-
ful teaching? Can new technological advances give some answers as to successful
teacher behavior? Certainly this whole area of not knowing what makes a success=
ful teacher points out vividly the need for evaluation of the total education
systems, not only the traditional but innovative proposals as well.

One approach to summarizing the questions and suggestions made in this chapter,
as related to the analysis of current practices and rationale for change, is to
suggest that as a way of starting on a broader scale than just the local school
level, the districts, and regions might hold dreamers' conferences. Invited to
these sessions should be sociologists, philosophers, psychologists, industrial-
ists, scientists, physicians, and educators. These groups should discuss as
well as they possibly can where education is now, and then contrast that picture
with visions of where it ought to be now and where it needs to go. Out of these
conferences should grow a commitment and plans for change and ideas as to how to
change if schools are to catch up and keep abreast of the coming world. Besides
the here and now and the very near future, the dreamers' conferences should focus
on the question of what will educetion be like in the year 2000? For example,
probably school buildings, as they are presently known, will dramatically shrink
in size as the school in the community and home computer system are available.
Speeding up and immediate retooling is needed and will help. Further evaluation
and reflection must be built into the change program, but communities should
have as their long-range goal a differert kind of education for 1980, 1990, and
the year 2000; schools must commit themselves to on-going innovation. Tf ever
there was a time to develop a rationale for change in the schools of North America,
that time is now.

O
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Chapter 7
Evaluating Program Effectiveness

In Chapter 5 we attempted to analyze present practices; now wWe face the task of
evaluating them, regardless of whether the practice is considered "innovative'
or "conventional." Probably the biggest deficiency of past educational efforts
is that we have failed in both 'mew" and "old" programs to really accurately
evaluate what has happened to students. Most of the programs and procedures in
the schools, and especially those cf the traditional programs, have been based
vpon whims, individual beliefs, group compromises, age group achievement tests;
they have not been based upon sufficient evaluation and research. We must make
a commitment then, as we begin to innovate, nct to repeat the same mistake that
the conventional schools have made all these years. The only evaluation we
really have had in schools for the most part, is evaluation of content, and
that content which was chosen was based upon authoritarian decisions of teachers
and administrators and testing and textbook companies: these groups decided what
items were really important for boys and girls to learn; most ol cais water. i
has been irrelevant.

As we look at rhe 69 or more elements, renovations, revisions, and renewals that
are now upon education, we must ask: ""Have these new proposals made any real
difference? Will they in the future? Have such notions as self-direction,
responsibility, decision makirng, behavioral objectives, continuous progress,

af fective domain, diagnosis and prescription, perception, individualization,
team teaching, flexible scheduling, team planning, non-grading, unipacs, new
curriculum projects, new directions in teacher education, conferences on change,
workshops, large and small group instruction, independent study, retrieval
systems, computer scheduling, resource centers, acoustical flooring, human rela-
tions, planning centers, pods, T~grouping, student centers, television, and all
the rest actually improved the process of education for the boys and girls of
America? Have any of these really made any difference in the classroom—-any dif-—
ference for Pete and Sally--and if so, has it been a positive or negative
difference?"

There is really nothing very new in evaluation methods. The innovators here have
few secrets. We already know what methods of evaluation are available and how to
use them. The basic problem is a failure of the American system to build in and
provide for true methods of evaluation of any of the programs. What we have done
in most districts is to rely on so-called standardized achievement tests and
teacher judgment report cards, which really said very little except to reinforce
the notion already known, that schools are failing to meet the needs of a society
in transition. Now unfortunately, the new accountability movement is reinforcing
obsolete evaluation. There is nothing wrong with the concept of accountability,
but it must be revised. We now need INNOVATION IN EVALUATION. We need new direc-
tions for evaluation in the affective psychomotor domains--for such concepts as
responsibility and self-direction.

In the meantime, while waiting for the needed new approaches, if we use present
knowledge, if a school or district decides to begin a thorough evaluation, the
methods are almost too simple to suggest. First, we must ask whether present
programs are meeting their objectives. This is not just more philosophy; if we
cannot clearly state objectives and then measure success in attaining them, we
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are in trouble before we start. Most schools, however, have not objectively
accomplish~d this task. More reliance must be placed on subjective evaiuatien.

Once we decide to look at objeccives and beccme involved in a continuous, for~
evermore, process of on-going evaluation, thoroughly questioning success, we pose
some additionzal dilemmas. Should we change again? Obviously, to attempt an
answer, we must first complete the task of gathering infermation to determine
whether the original objectives have been reached.

To seak the conclusions, we need to ask six fairly simple, basic questions—-oues
we have all asked befcre but sometimes have not carried through to completion:
WHERE, WHAT, WHY, WHEN, HGOW, NOW.

The first of these, a continual probing that must be part of the constant re-
cycling which occurs under the concept of on~going evaluation, is merely the
above plain, unsophisticated query: WHERE are we? What have we actually accom~
plished in the schools? What are present schools like? What is happening to
boys and girls attending them? Are we satisfied with where we are, or do we need
to rhance?

If we decide we would like to consider making some changes, WHAT revisions do we
want to make next, assuming we have decided to innovate. Then, are we really
clear as to WHY we want the revision--a flexible schedule, for example--or are
we doing it Just because it seems to be "the thing to do."

The following question is WHEN do we want to make the changes? It is important

to know whether we plan to make the change immediately, or in March, or not until
next September. A fifth inquiry we must continually make, once we accept the con-
cept of an on-going prscass of evaluation and have asked where, what, why, and
when, is HOW can we best implement the proposed change? The HOW is where we
discuss the nuts and bolts as to whether these things can pessibly be achieved.
Finally, the NOW are we any better? And that completes the cycle and starts the
staff all over again, for we are soon back at the WHERE are we stage; in planning
innovation, we must provide for evaluation.

There are several types of evaluation; we must know what we are aiming for at the
particular moment. Are we interested in the continuous day-by-day assessment that
must occur, or the constant input that is necessary, or a check on the logistics
of the experiment, or the end result? Process evaluation is pretty much a day-~
by~day, year-by-year continuing approach. Product evaluation may be after one,
two, or fifteen years. We have to know whether we are after process or product
or other types of evaluation at the time we evaluate. We furthez have to know
for whom are we seeking answers: for students, for teachers, for parents, for
developers of new programs, or for the funders, such as national foundations which
night be providing financial support to the project. We must ask what kinds of
items we are trying to evaluate. For example, evaluating curriculum materials may
call for a look at the scholarship of the currxiculum package; it may call for a
look at the reality situation on which it is based. One thing for sure, the con-
ventional college textbook experimental design is not always best; it is usually
impossibie to control all the variables in school.

The next concern in introducing the problem of evaluation revolves around the
notion that evaluation is a MUST. We can no longer afford to continue to run
traditional schools or to attempt to innovate without knowing what we are doing.
But if evaluation is a must, what is evaluation? The resisters to change like
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to get the process tied in semantics, and here is one area they attempt to control;
as usuzl there is no easy answer; there are many definitions. It might simply ke
fiscal accountability for the tax dollar, or it might be termed a systematic ap-
proach to gathering knowledge or information, or it could be, as the dictionary
might say, determining the value cf, to examine, to judge; but regardless of what
we finally agree upon as a definition, we need to evaluate.

As in most processes, there are several steps in evaluation that must be completed.
First, we need to identify objectives. What is it we are actually trying to do in
the schools with boys and girls? Secondly, we have to implement programs to reach
those objectives. And then third, we must gather informaticn to answer the ques-~
ticn; have the programs that we implemented ailowed the school to reach the objec-
tives? There are at least 250 procedures for gathering this kind of information,
arranged from simple surveys and questionnaires to rather elaborately prepared
laboratory procedures for research in the area of psychological, psychomoter, and
physiological development.

In attacking this problem of evaluating change, rather than to try to lay out a
prescription as to how we can evaluate, the techniques that are possible, the 250
procedures that are available, or specific projections as to how a school might
set up an evaluation program, in this chapter we will take a different approach.
There are many people who are researchers, who are evaluators, who are trained in
this field, and who can do a much better job than possible b re in spelling out how
to set up evaluation projects. If we are in a rural area and away from the so-
called experts, we must get hold of some written materials, make some phone calls,
use current regional laboratories, and otherwise search for potential help to
establish an evaluation format. Illinois, Ohio State, and Syracuse Universities,
for example, currently are heavily involved in new directions in educational
evaluation.

What this chapter attempts to do, in terms of evaluating change, is to give a
series of examples as to why schools must evaluate, and why educators do not
really know the amswers to the reasons the present schools are conducted in the
manner they are now. We want to look at the evidence we have already about schools,
and point out the fact that we really have not evaluated traditional programs;
the defenders of the status quo expect the innovators to produce the evidence;
there is no reason we should defend innovative programs anymore than they must
defend theirs. But rather than take the negative point of view, knowing that
traditional schools are in error because of their failure to evaluate and to
change where what little evaluation they have does show them to be in error, we
want to take the positive side. Innovators want evaluation of their programs
even more than the traditionalists and even insist that information be gathered
so that results of the effort are available and are used to improve the school.

_n the preceding paragraphs, broad statements have been made concerning a commit~
ment to the area of evaluation. Now it is time to look at some of the research
that is going on throughout the country to show perhaps a little more clearly why
evaluation is such an important factor. Most educators are aware of the research
and development centers which have been established around the Unitad States. In
1956, the U. S. 0ffice of Education spent about a million dollars on educational
research; in a recent fiscal year, it spent about one hundred and seventeen
million dollars. The R & D Centers that were established a few years ago at such
universities as California, Stanford, Georgia, Texas, Pittsburgh, Oregon, Wisconsin,
and others, were formed to study such areas as higher education, teaching, individ-
ual differences, behavioral sciences, educational administration, and other impor-
+ant topics.
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Sociological ccosiderations are coming into the picture. We know from vesults of
Title I that those programs, in the original stages, were deficient in changing
teacner attitudes. 1In the medical area, in one small study alone of 97 children,
95 hacd intestinal worms; others had such as brokea legs, deformities, and heart
murmurs; one third of the Headstart children in the early studies had health de-
fects and 31 per cent had major physical defects; 2 out of 3 needed dental work;

10 per cent had severe psychological difficulties. We know that the projects with
the greatest app .ent success were those with the greatest involvement with parents.
We know that minority groups of any kind can compete successfully with the majority
groups when provided the opportunity and the frame of reference. With these kinds
of evaluations in the area of sociological considerations, what do we do about the
poverty home situation; what differences do sociological problems make in learning
rates at school? Is premium pay for teachers who work in the poverty areas part

of the answer? Are educational parks part of the answer? Are residential schools
and dormitories part of the answer? These are the kinds of svaluation we must have
and the type of research to which we must commit education if we are to know what
+o do with these boys and girls.

The adult education situation is not any better. Project T Square was involved in
training 22,000 illiterate adults to read. Some of the enrollees had as high as
seven children. There are several million adults operating in the United States
below the traditional sixth grade level. We know that the base of wealth is shift-
ing from land to human resources. We know that education czn have a retarding
effect or a positive effect on the national economic growtn.

Look at the situation in former coal mining areas as an example of the shifting
base of wealth. We are faced with the gigantic problem of eliminating obsclescence.
Can we afford to spend millions of dollars developing a new automobile model and
more millions for retooling it and yet continue to have in the United States Pro-
ject T Square conditions? What about an evaluation of values as regards the adult
community? We don't have community colleges in so many areas; we should have them
in everv region or every major city in every state; there should be an opportunity
for a student to take transfer courses, or terminal courses, to selfsearch, to
eliminate obsolescence, or to beccme involved in some adult education program as

a means of renewal and retooling. What kind of learning is important for human
resources?

We have further statistical support. We know that jobs for the high school gradu-
ate rose 40 per cent in the past 10 years and decreased 10 per cent for the non-
high school graduate. We know that the best schools and the best teachers are
generally in the suburban areas and the poorest in the slum and rural areas; yet
children in the slum and rural schools are more affected by poor teachers than
those in the suburban schools. Figures a few years ago showed it cost about $450
per child to educate a person in school, but $1,800 for delinquent youth in a
home, $2,500 for a family on relief, and $3,500 to support a criminal in the state
prison. If more than $450 per child were spent on education, and if the educa-
tional programs were revised, could we prevent some of the money being spent on
family relief and state prisons?

Look at education's artificial requirements and rituals: trying te teach reading
from 9:00 to 10:30 every morning as most elementary schools do, sixteen credits
for graduation, two years of foreign language to enter college, 225 minutes per
week to be accredited. These practices and more, such as dividing students into
bright, average, and slow groups or caste sSystems, have led in the past to a
third of the students being pushed out of school, another third being in-school
Q
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dropouts, and another third going on fo college; of this latter thira, the majority
later drop out of college. What does a studant n=ed to be successful right now?
What does nhe need in the future--we rezlly don't know for sure. What a.2 his
sbilities, what are his interests? Programs need to be developed on individual
needs, not on artificial requirements.

The studies now underway in intelligence seem to indicate that there is not one
I1.Q., but instead 50 I.Q.°s; in other words, there are fifty ways of being intel-~
ligent or fifty ways of being stupid, whichever way a person vrefers to be classi-
fied. There may eventually be uncovered at least 120 distinct abilities fer each
individual. Unless we know all of these individual estimates, we do not wnow the
potential of that particular student.

We are faced with studies which seem to indicate that half development of selected
characteristics occurs by certain "grade'" levels. For example, general intelli-
gence seems to be half developed by age 4, and general school achievement by the
traditional grade 3. General intelligence sppears to develop as much from concep-
tion to age 4 as it does during the 14 years from age 5 to age 18. A review of
many studies seems to indicate that teachers in the initial years should\be the
best trained in the system, that the ratio should be at least one adult for every
ten children, and that extensive diagnostic service for children and specialists
to nelp teachers should be available at the Pre-K through second year pericds.
More money should be spent in the first three years of school than in any other
three years, and yet, do we follow through with this particular research? No,
schools still organize on the self-contained basis, with 25 to 30 children with
one teacher in the first grade; the most morey for any three years is spent at

the secondary level.

Look at the research we have on socalled graded students. We know that only
about 16 per cent of the students at any grade level are actually at that grade.
In one school district a study of the 7th graders showed that 50 per vent of the
students fell between the ranges of grades 7 through 9, the typical junior high.
The other 50 per cent fell outside grades 7 through 9; their range of wuchievement
was grade 3 through 13. Yet wa continue to have 7th grade programs where all of
the students have the same boox and do the same work at the same time. Hew can
there be a 7th grade curriculum guide, a 7th grade textbook, a 7th grade class,
when thete aren't any 7th graders? Out of a typical class of 28, only 5 really
are so-called 4th graders; the other 23 fourth graders in the class range up and
down the ladder of achievement. What are the implications for curricula,
teaching strategies, and school organization?

Physiologically we know students in little league baseball, with chronological
ages of 9-12, actually range from 7-15. In spite of this, we still use chrono-
logical grouping; all over America we continue t¢ put buys and girls into classes
of 4th grade based on age and give them the same program at the same time. Some
schools have tried to solve this by setting up levels or track systems which
have been even worse. In physical education we stuff students together on the
basis of chronological age rather than on physiologiczl age, and then give group
prescriptions rather than individual prescriptions to meet the needs of these
students. When are we going to pay attention to the research and evaluation that
we do have?

It we are not convinced Vet of the evaluations which show conclusively the enor-

mcus spread im iudividual differences, look at pnysical fitness index Scores in
a given school. A PFI of 100 is comsidered "average," though we know 'average"
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means little. The thing that is impertant here is the spread of individual dif-
ferences. In one junior high, for example, the spread of PFI's at the 9th grade
was from z bottom score of 45 to a top score of 195: the 8th grade range was from
55 to 1&5, and the 7th grade from a low of 50 to a high of 170. The lows znd
highs are like trying to match a double motor moron against a double super all-
star, yet coaches and administrators continue %o talk about and scheduie 7th
grade physical education classes where all the students play flag football at

the same time, in spita of the £a4c+ that some of the 7th graders are only 4th or
5th graders devrlopmentally and others are 9th and 10th graders.

Recearch is really very poor in education. When curriculum prejects such as ITA
come along, how are we to know whether or not these are better, or worse, or about
the same, in terms of communication programs. Some districts adopted ITA almost
overuight with very littie research. Others refused to even consider it. Cer-
tainly if every district i1 America refused to fry ITA, how could we ever develop
any research and evaluation as to whether or mot this might be a better way to
help boys and girlas communicate. On the other hand, if we all plunge in vithout
any research and never did much followup to determine the effect nf the program,
of what value would this be? But certainly curriculum projects that are developed,
such as LTA, could hold tremendous promise for breaking reading codes for many
students. These projects need to b~ carefully evaluated, but not to the point
that all wait four or five years for somebody else to do 1t. Each educator has

an obligation to take new materials that are developed and consider adopting them.
1f there are a numnber of projects going on near a school, or in a particular
state, obvicusly each district may not have to jump OL the bandwagon for that
project until some research is available, but there has to be some evaluation.
Maybe each district, in a cooperative regional approach, could tackle one program
new to that area.

As we look ai curriculum, consider the continued emphasis on grades such as A, B,
C, D, and F. The curve still holds in most districts; overall, when comparing
qumbers of grades given, teachers in a class give 3 A's, 6 B's, 12 C's, 6 D's,
and 3 F's. Some of the teachers are beginning to ask themseives a rather soul
searching question: "couldn't I reach more than 50 per cent?" We certainly
don't resch the D's and F's; we certainly don't reach scme of those C students;
how many cf the A students could have had AA if we gave such & grade, and allowed
them to progress at that level? If the current unemployment statistics continue,
by 1975 32 million adults will be on the labor market without a high school
diploms. We still have college dropout rates of 60-75 per cent. Fortunately,
some teachers are beginning to say, "I am a good teacher, but I am looking for
ways tu become a better teacher."

As they begin to evaluate their teaching, they become concerned about individual
differences. They ask themselves: Are we teaching groups or are we teaching
individuals? 0il and water do not seem to mix. Neither do individual differences
and conventional report cards. 1f there are 400 students in a school, there
should be 400 individual standards, not one or five group standards. Obviously
this raises the question as to whether there is a role for group standards. If
so, what is that role?

We must eliminate this reliance on A, B, C, D, and F. If we believe in individual
progress, individual differences, and individualizing instruction, we can no
longer continue to look at 10 per cent of the students as A's, 20 per cent as B's,
40 per cent as C's, 20 per cent as D's, and 10 per cent F's. And yet some teachers
ifill grade cn the curve-
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We need to look at student evaluation differentiy; we must look at individuals.
There are many ways We can do this; class rank, grades, and credits should go out
the window immediately. We need a uew era: high gchools need to revolt against
the colleges. Every state in the union could eliminate grades overnight if the
high schools in that state refused to send the state colleges such items as grade
point averages, grades, and ciass ranks. The colleges would soon figure out a
way tec admit the students. Their jobs depend upon it. In the meantime, we need
to individually diagnose the individual as to the progress he has made in his
individual program. As was made SO clear in the eight year study of the 30's,
there should be 2 whole new era in appraising and recording student progress.

There are many ways to make a start in these directions, even if complete elim-
ination is not possible immediately. A few moderate communities are giving both
the standard A, B, C, and then a sscond grade called his individual progress
grade. Thus, a student might receive an A when compared with others, but only

a C in terms of his individual growth. Others have substituted actual scores

in subjects where this is appropriate. For example, Sally types at 40 words a
minute with two errors. The group mean of all beginning typists is 30 words a
minute with four errors; Henry types at 10 words a minute with seven errors. Now
Sally doesn‘t get an A, and Henry an F. They get a record of what they are
actually doing; Henry hasn't failed--he is typing at 10 words a minute with 7
errors.

A few communit: :s have ventured into a superior, good, pass system; they are
giving only three grades instead of five. No student receives a D or an F.
Either he completes the work to the satisfaction of the objectives established
for and by him, or he just doesn't get credit. In other words, he either com-
pletes the course at a certain level of success, or it just isn't recorded; it
is neither a failure or a pass—-it is just 1s if he never attempted the course.

But only a few are on the cutting edge——only a few have eiiminated all pass-fail,

or SPG, or ABC systems. Only a h- "1 ~f districts in America have taken a bold

new step. Fortunately, some e native educators in America are exploring
for something better.

In replacing the old report card systems, there are basically four steps that must
be taken to ascertain the individual progress made by each student:

(1) Diagnosis: Each student must be individually diagnosed for his strengths,
weaknesses, and his progress to date in the area being considered. Student input
in this process is essential.

(2) Prescription: On the basis of the diagnosis, which reveals the individ-
val's needs, interests, and abilities, a program must be planned in conjunction
with and for each student.

(3) Evaluation: Every few weeks, through individual conferences, checking
folders, and other such devices, the progress of each student must be ascertained.

We must know how the student is faring with the prescriptive program planned for
and/or by him or her. ’

(4) Alternatives: As the progress is ascertained, there may be a need to
re-diagnose or re—prescribe; the program may be too hard or too easy Or may not
motivate; it may be that the present program Seems appropriate and therefore the
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the student continues. There must be alternatives; this ultimately leads to a
re-cycling so that a constant check on progress is available.

To report this to parents, other schools, and colleges, several formats may be
vsed. However, they must include at least three major items:

(1) A summary of the program pursued by the individual--the parents and
colleges should know the experiences enjoyed by the student as a partial measure
of his or her goals, interests, and abilities.

(2) A subjective evaluation of the progress made in the affective, psycho-
motor, and cognitive domains.

(3) Subjective observations of the future should be started; in other words,
based on the progress made in the leaning experiences, what possibilities seem
open in the future for the student? ‘

Another more complicated method with additional but sometimes unnecessary informa-
tion, provides reports for the colleges which include many test results; columns
indicating the program pursued, the objectives attained in each area, and a sub-
jective ~acommendation as to the future. Colleges could thus receive a report in
the area of mathematics which would be a four column summary of the student's
achievements: column one could state the math programs pursued in high school;
colunn two could report the objectives attained; column three could relate scores
on standardized tests in math (but only tests which attempt to check on the objec-
tives sought), and column four could describe the recommendations of the math
teachers in regard to anticipated future potential in the field. Record sheets

in each area, including activities, some of which could eventually be computerized,
would certainly be more meaningful than grade point averages. Some colleges and
some employers want less information. Some only want a description of the student
and a listing of the work pursved. Tnformation could be streamlined depending
upon the individual college or employer. DMore detail related to this topic is
discussed in the chapter on "Reporting Student Progress.'

As we look at the evaluation oi individual students, we must keep an eye on future
developments. What about the chemistry of learning and memory? Will we within

ten years actually be enhancing learning wirh an arsenal of drugs? Will we truly
discover and be able to use at the practical school” level drugs that may affect
different parts of the learning process such as analysis, memory, and comprehension?
Tt sounus fantastic and maybe is, but on the other hand, such a development could
be just around the corner.

And what about the future of technology. If it is true that we double the world's
knowledge about every eight to ten years Tnow, and that it takes 100-200 professional
hours to presently develop one good hour of professional material, which becomes
obsolete in five to seven years, what are we going to do with present and future
curriculum developments? What role do such terms as microfiche, microfilm, random
access, rearview projection, microfilm, readerprinter, terminals, microfiles, micro-
transparencies, dial access, and computer based iustruction have in the classrooms
now being constructed? Certainly an evaluation of the total classroom procedures

is going to be forced upon educators in the very near future.

Physical classrooms and construction methods and styles are finally being evaluated
as we reflect on the present schoolhouse. In spite of the view into the world of
1980 and 1990, we still continue to build monuments to memory. Many of the schools
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being constzucted now may be standing in the yerar 2050, and yet we know that these
traditional schools with solid walls and rooms 28 X 28, or whatever the dimensions
might be, are already archaic. Twelve per cent of the school buildings in America
are pre-1900 vintage. Another 36 per cent are pre-1920. Why is it that half of
the school buildings in the United States are obsolete, in terms of facilities and
educational programs, and yet communities will not move ferward to eliminate these
worn out buildings and the programs they house? Schools should be built for only
20 years and then be replaced. We haven't sold this idea to the American public.
Instead, we turn around and build a new schocl designed along the lines of the
past egg crates. Only one—sixth of the cost of the building is the initial con-
struction. The upkeep and maintenance makes up the rest.

Should we remodel or replace old buildings? Certainly when the cost of remodeling
approaches 50 per cent, we are justified in demanding a new building. Yet most
of the schools in America are going to have to be remodeled more than 50 per cent.
If we cantuild instant campuses in 70 days, what is next? If educators had the
billions of dollars that have been sSpent planning supersonic airplanes and ABM
systems, coculd we really do a better job of evaluating and designing educational
programs? Could we truly develop an educaticnal supersonic? Would we come up
with geometric domes, with paper rooms that could be modified in a moment's
notice? Are the buildings currently being designed really going to make signifi-
cant contributions to the growth of human resources? Most open concept schools
have forgotten, for example, to include mousey quiet areas.

And what about programming-planning-budgeting systems? Is the money we are spend-
ing in education really being spent as effectively as it should? Knowing that we
are short of money, could we not make the funds go further? FHave the program ob-
jectives been identified behaviorally? Should they be? Have we compared outputs
with cost? If we state the objectives behaviorally, we should be able to measure
them, and if we can measure them, we should be able to come up with a cost analysis
as to whether or not the objective that has been reached is in line with the cost.
Have we developed specific measures of effectiveness in the schools? What about

those areas where behavioral objectives may not be the best approach? How do we
measure cost effectiveness then?

We are going to have to evaluate comparisons of alternative methods in education.

We must stop saying, "This is the way,'" but instead should say, "These are 1 ible
ways by which we might accomplish the task.'" A basic philosophy of - - v
vation programs is te offer alternative ways of accomplishing the tasks, along with .
cost analysis. What price is excellence? How are we going to re—allocate resources
We can block or promote educational change with the way we plan financial expendi-
tures. If we look ahead and put one per cent of the total budget into planning,
we can avoid payiuz $18,000 an acre, as we have in some suburbs now, when a few
years ago we could have spent $2,000 an acre for the same land; but we must remem-

ber that whatever the decisions, budget A must equal budget B in the final analysis
of money available.

In the preceding pavagraphs, we have made some general statements about a rationale
for evaluation. It has been said that innovators are not evaluators and this is
basic¢ally true. And probably innovators should not be evaluators, although we must
develop innovative evaluation. Evaluation should take place by an outsider—-"out-
house" evaluation--someone removed from the innovation, someone who can look at it
objectively. But each school or district should do its own “in-house' evaluation,
too. We are beginning to get subjective evaluations of what we are doing as we

try to change the American schools; we are getting surveys, and opinions, and
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attitudes; we are trying to look at this problem of self-direction and responsi-
bility; we are getting some objective evidence. We can look at things such as
attendance reports, discipline, library circulation, and achievement tests; we
can set up control versus experimental groups. But we must go far beyond the
traditional evaluations which occur ii most schools today.

For example, we have talked abcut the concept of student responsibility. How do
we measure student responsibility? How do we measure an individual's ability to
make decisions, to make value judgments, to accept responsibility, to use time

as a tool? What tests do we have now tc determine how much vesponsibility Mary
had in. September, how much more or less in June? In the elementary schools, in
the junior and middle schools, in the high schools, students must have opportuni-
ties to decide during the day where they want to go——tc the snack bar, to the
media center, to the patio, to study, to the art room, or to a number of other
places that are available to them. We must have alternatives for students to
select if they are going to learn to make choices. Most innovative and traditional
schools state that one of their prime goals is to develop self-directing, respon-
sible, decision making individuals. 1f this is a prime goal, how are the schools
going to measure their success? And yet this must be done; it is beginning tc be
accomplished in some of the forward-looking schools. More reliance must be placed
on subjective analysis; control versus experimental "'objective' designs are not
always possible or desirable. Evaluation must be conducted in the affective and
rsychomotor domains as well as the cognitive.

The crucial factor is that as schools attempt revision, we rmust not only envision
change, challenge change, develop a rationale for change, p-an for change, organ-
ize for change, and iwplement change, but the total innovati sn program MUST provide
for prccess and product evaluation. Without it the schools will never improve, and
thus will never reach the goal of this book, to have successi.lly impiemented dif-

ferent kinds of schools in the belief that these different approaches will lead to
" better schools.
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Chapter 8
Planning For Change

Sections A and B tried to explain why schools must change and what current revi-
sions might be immediately available to most districts. The chapters which
follow in Section C are designed to describe how retcoling is accomplished. Nome
of the suggestions are theory; all have been used in practical school situations.

Tt might appear that some of the ideas border on speculat. ., and a few chapters
such as this one on planning and the next on how to start y almost seem toO
belong in Sectien B-—theory, not practical. However, they are intended to pro-
vide a transition from the why and what to the how; further, they are essential
in that the school must have a general concept of the process the staff intends
to follow to achieve the goals sought; the leadership must understand what it
takes to get started. The ideas presented in this chapter and Chapter 9, as
well as all the others in this section, are those used to develop '‘innovative''
schools in several states. Thus these are exactly the steps taken by some
educators to achieve the desired new programs in actual public school situations;
the heart of these procedures is long range planning. For example, how many
schools now have a mect anism to insure ongoing change and iunovation? If we

are to develop better schools, there must be a planned process for change.

Before presenting ten specific steps which any staff can follow,.a few generaliza~
tions may be of value. One of the broad statements which is easy to defend is
that schools must develop a recycling process if change is tec become a constant
never ending growth pattern. Part of thi. recycling calls for the staff to make
sure that as individuals and as a staff they have done some dreaming~~that they
have really envisioned possible changes and that they 'iave challenged the current
status of both “conventional" and '"innovative" schools--ard their own situation.
Each person must ask, "Are we really dissatisfied with present programs? Aren't
schools doing a good job? Are the innovative schools any better?" 1If this
creates discontent, the staff must then wrestle with a rationale for change. If
the search produces more go power, the staff should next plan some tentative
blueprints. Planning leads to crganizing for change; the staff and strur re
must be redeployed to provide mechanics for accomplishing the objectives.

Tf the staff has envisioned, challenged, philosophized, planned, and organized,
then the group should be at the stage where they are actually ready to create the
changes agreed upon during the pattern suggested above. After actually achieving
the new approaches, there must be a willingness to evaluate~-to ask the questions
of whether the school really is significantly better. The task is not yet com—
pleted, as then the staff must reflect on all that has happened and ask themselves
if they are content with thedir present programs. Generally, the excellent staff
has put together a school that is better, but they alsc realize that there is

room for further imprcvement.

This leads them right back to the original notion of envisioning what further
revisions might occur, and from these to challenging, planning, organizing, and
evaluating their programs again and again. This is the way to insure that a
school constantly is at the top of the best schools list. Unless a staff is
prepared to cycle and recycle through constant change and evaluation, the program
soon becomes stagnant. The adults develop an attitude of we are among the best
Q
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and some become smug and harder to change than the 'traditional’ school. Many

of the innovative schools of the 60's rcached a peak and were listed in the "top
10," but as the 70's begin, they are no longer zmong the piloneer schools. A major
problem now is to not only cecnvince a staff and community that change is necessary,
but also that there must be a permanent change process-—and this is a mechanism
few schools have.

Many educators have been saying for a number of years that most of the schools are
obsolete; across the nation, the present school which exists in the great majority
of communities must go the way of the dinosaur. Almost every day we can look at
newspapers, magazines, or booklists and find articles or publications on the need
for revision in the schools. The major issue now has become, how do you plan and
achieve this goal?

Fortunately, many inventive educators have been joined by visionary social and
behavioral scientists; within the past ten years an increasing cadre of "change
agents' have been saying the same thing: schools must change. The seeds of dis-
satisfaction with present efforts are being well sown; the great task is to re-
place the obsolete programs, procedures, and buildings with concepts which are
dramatically new in education. The only real quarrels revolve around the ques-
tions of what is better and how can any agreed upon recommer.dations be implemented.

One of the most important of these new concepts says that "if schools are to be
significantly better, they must be significantly different." TIf we adopt this

conviction, the question then becomes, '"How can we do it?" What are the mecha-
nisms for achieving change? Unfortunately, we have no real mechanism for plan-
ning change in education at present. Successful educators are often not able to

tell others how they were able to bring about a particular change. However, we
do now know a few things and are learning others; we know that once we start we
must involve the staff, wé must evaluate, and we must build provisions for on-—
going or continuous innovation.

In order to discover additional information about how to change and what ie
better, more and more scheools are needed as beacons for voane . .pionm Love~
ment. We must have exemplary pro. . s o o .¢.100ls must lead cthe way. Most
f *he change that has taken place thus far has been in the suburban schocls.
Very little has happemed in the rural and urban areas. However, now the social_
pressures and the possibil:izies cf civil strife are forcing renewal in urban
situations. But as 0Ff yet very little of immediate consequence has occurred in
the rural areas or in :he cverwhelming majority of all the schools throughout
the United States. £ few Trojects have been attempted and fortunately some
cities arid some states are now getting involved in long range planning, seeking
solutions to suburban, urbam, and rural dilemmas.

As thi: new effort to plan for change gets underway, we need to undarstand the
role of the local.leadership. We must realize that some of the loc.l leaders

must become R and D nen—-they must involve themselves in research a.d develop- -
menlL. Others need to be inventor= in ¢ ducaticsnj many need to be adpters.

Title iTI and other foundation funds heve presented opportunities for dreamers

to Lnve~E mnew situatics s anc for research and development to occur. Once thes:

soluticns are presentec. the ideas must be diffused with zeal by rheir advocatz=s.

These wissionary type lzaders are still seeking to understand the machanics for:
spreading new ideas. 1n the past educators have oanly been involved in dissem-
ination. We have told people about a mew idea but very few listened and thus
little c-~curred in the schen1l. W¥e need a commiiment from scue schools to
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demonstrate——to actually try the idea xather than just talk about it. At the end
of this diffusion process, other school leaders must say, 'We would like to try
that." Then "7e get to the third role of some of the local leadership, that of
adoption. Once the decision is made to adopt a new idea, the lucal leadership
must see that the materials are analyzed and evaluated and some determination
made as to whether or not the program is successful enough to pursue further,
either in its present or in a modified form.

During the following discussion of planning for change, many of the mechanical
facets will be considered. BRut change agents should remember that the focus of
change-—the real reascns for planrning for change--revolve aruvund the individual
student and individualized learning. We are interested in the univers.:lity of
education, where all boys and girls receive a better program regardless of abil-
ity, interests, needs, religion, color, geographical location, or any other
factor. American education must begin to focus on the individual, not the group.

In planning for change, we must realize that if we attack people, generally we
will not be particularly successful. People become rather defensive when they
are told they are doing a terrible job or they need to improve, but we can bring
about the same change by attacking the components of the educational system
rather than th=2 people involved. In other words, if we can say to the person,
"If we could only develop a way of doing this differently, just think how much
more we might be able to help these students." ©People will usually listen to
attacks on the components and sometimes accept the notion that maybe they should
consider changing some educational practices, but they generally reject personal
attacks.

If change is to occur, cousideration must be given to revision of each of the six
components of that school. We certainly must change the learning environment.
Unfcrtunately, in most schools we still place students in a room with 30 desks
facing a blackboarl. If we are to make significant aiterations, such as the
abandonmen. of th- single textbook, the adoption of multi-media resources, the
elimination of the old 55 minute bus schedule, the replacement of the self-
contained classroom with team teaching centers, and the use of technological
systems, we must develop a mechanism which will offer some hope of rapid and
successful revision. Ironically some of the "big" changes can occur faster and
easier than some of those thought of as "little" changes; some revisions can be
very effectively and successfully made on the "spur of the moment'"; others need
long, painstaking consideration.

There is presently no magic way to achieve change. The ten guidelines zuggested
below for planning and effecting improvements in individual schools are not ex-—
haustive nor necessarily original, nor do they ensure success. However, they
have proven to be of great value in a number of practical school situations. If
we are going to change attitudes and directions and components of the present
schools, perhaps the ten steps listed might be considered in the present order.
These ten considerations were originally suggested in Volume 3 of the Designing
Education for the Future publication, Planning and Effecting Needed Changes in
Education, now printed by Citation Press. Though modified and revised, they
have stood the test of time and success in many schools the past several years.

The FIRST and most important step or guideline is that of developing committed
leadership. Most srchools generally reflect the principal. The result is that
many schools are rather dull and unimaginative because their administrators fit

that description. The training of administrators through the university and/or
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district in-service programs is obsolete. The methods usually develop leaders
who are basically afraid to venture from the time worn path. The intern program
of the National Association of Secondary School Administratcrs was an attempt to
change this process. The principal of a school must accept that his primary
responsibility is that of achiewving change when change is synonomous with im-
provement. The great educational leaders are like crchestra leaders: they curn
their backs to the crowd.

Many principals are actually against change. Some are wondering whether they
should even try to get ready for change; presently they are still sitting on the
fence. Other administrators are actually deeply involved. Perhaps the descrip-
tion of innovators as stated by Everett Rodgers of Michigan State is rather
appropriate here. ''Innovators are venturesome individuals . . . they are gener-
ally young . . . they are ccsmopolite . . . they spread new jideas as their gospel

. . they are likely to be viewed as deviants by their peers . . . they are in
step with a different drummer . . . they march to different music.” No school
has a chance to make the contemplated change successful if it does not have com-
mitted leadership: it goes beyond the principal, too; there must be a core of
excited innovative teachers who want the program to succeed; they must be just
as much or even more committed than the principal; the administrator cannot
achieve successful change without this committed leadership at the teacher level
too.

The SECOND suggestion or step in the planning process is to review the literature.
This is not just ancother academic college exercise, but has become quite essential.
At the end of this book is a bibliography which merely gets at scme of the writing
on ch 1ge; it in no way attempts to cover the growing amount of material on the
chang  ocess. Much of the best information now available is still in the form
cf speeches, mimeographed statements, dittoed copies of someone's ideas, experi-
mental project reports, or magazine articles. None of these types have been
listed, but instead merely a few of the books discussing the need for change,

the change process itself, and ways of successfully implementing specific programs.
In order to achieve planned change in a sthool, the committed leauers must read
the literature. Part of this reading relates to the inventing literature--how to
implement the change--how to get acceptance of the idea of individualized imstruc-
tion, for example——the real change process in action.

If more administrators would read the literature they could avoid many pitfalls.
In the past, reports of value have come from the Cooperative Projects of Educa-
tional Development, from the Chio State Theory into practice Newsletters, from
the attempted National Institute for the Study of Educational Change, from the
Institute for the Development of Educational Activities, and from the Designing
Education For The Future Projects. Although mone are going strong now, the
material produced by their organizations are among the significant publications
regarding planning for successful change. Even now, though, these efforts are
becoming obsolete as many writers and groups have undertaken the task of seeking
answers tc the problem of retooling. New organizations and new writers are pro-
ducing more advanced reporis. But part of the solution still seems to indicate
that schools need to identify committed leaders at the administrator, teacher,
and student levels; these leaders must read the literature. After accomplishing
these two tasks, schools then appear tc bz ready for the next step in implementing
a specific change.

That THIRD suggestion is for the school to evolve a philosophy. What is going to
be important for boys and girls in the year 2000? Will this change or these
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changes be defensible in terms of basic beliefs? These questions are not an aca-
demic exercise but are crucial to the successful planning for change. The school
needs a working paper in a constant stage of revision, but one which at a given
moment in time can be referred to by a staff when trying to reach a decision about
adopting a change in the school.

This philosophy ought to be rather specific--~no more than two or three pages. It
should relate what the teachers really believe abcut students, about learning,
and about education in a rapidly charging society. Comments on self-direction,
self education, multiple personalities, goals of the learner, motivation, appro-
priate tasks, open—endedness, creativity, positive self-image, success each day,
diagnosis/prescription/alternatives, individualized instruction, continuous prog-
ress, and responsibility must be fairly well spelled out and agreed to by the
staff. A rough working copy of one such effort by a staff is presented here. It
still needs revision =nd much of it should be stated behaviorally, but it may
serve as a rough sample and thus help schools make a practical start.

The additional "14 points" which are attached to the philosoply statement became
the first revision fer this school. The staff felt a need to explain in more
detail the draft presented here before writing a new one. After two years this
still stands as a daily workable model which is constantly referred to when dif~
ferences of opinion and policy develop at the school.

Tentative Working
STATEMENT OF SCHOOL PHILOSOPHY

I. Purpose

A. The school serves persons and groups by helping each one to understand
and to respect themselves, other people, @nd their world, by becoming
responsible, decision making, self-directing, value judging, self-educating
individuals.

B. The school is to benefit education as a whole through innovation, experi-
mentation, vesearch, evaluation, and dissemination of many new programs.
To this end comventional methods should continue only where they really
appear to be best for certain individual students; this echool should be
one of those probing the future.

C. As part of the experimental nature of the program, the school provides a
laboratory setting for pre-service and in-service training of teachers
and administrators in cooperation with schools of education, especially
aiding new designs in teacher education.

II. Beliefs: Stated beliefs are based upon present knowledge and understanding

of growth and learning; they may change as future research changes
that knowledge.

A. The Student:

1. All students are different and have different capabilities, needs, and
interests which change from day to day even within the same student.
2. Anything taught and any method used to teach it showuld be appropriate

to the student's capabilities and relevant to his needs and interests
Q
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at the particular time, rather than be only continual preparation for
the next step in his-education.

Every student should find some success every day: the school must
utilize every petson, methcd, and material possible tc give him a
greater chance for success.

Because factual knowledge changes and imultiplies so rapidly, emphasis
should be placed on process and inquiry rather than on product and
content. The student should be encouraged to enjoy learning, to be
receptive to change, and to educate himself.

The student should be encourazed to learn how to ask questions, find
answers, organize his information, and draw generalizations from his
information.

Each student should have the necessary freedom in which to direct his
own behavior, make his own decisions, and form his own values. Through
this freedom he csun develop respect both for his own worth and unique
qualities and the rights of others.

With this freedom, the student must be taught to accept responsibility
for the results of his behavior and decisions. A situation in which
the student disciplines himself is most conducive to learning.

The emphasis in both teaching and learning should be on human rela-
tions, tolerance, and understanding rather than on content and skille,
though these are also necessary. "The goal of the school program is
to help him develop an inner self capable of finding solutions."

Learning:

1.

2.

3.

In order to learn, each student must consider himself capable of
learning and worthy of being taught.

The student must be interested in what he is studying and motivated

to learn; the most effective motivation comes from within the student
and occurs when he sees the relevance of what he is learnipg to his=s

own goals.

The student learns best when he is trusted, when his ideas are respected,
and when his learning behavior is reinforced. Negative criticism and
failure lead to discouragement and further failure.

Creacivity is encouraged when the student feels free to question every-
thing, when divergent thinking is rewarded and when thought and imagin-
ation are the goals of factuzl information and memory.

School:

Persons affected by a decision (students, parents, teachers, and
administrators) should have a part in making that decision.
Curriculum should not be rigid, either for all students or for all
time. Continuous evaluation of the curriculum should provide for
continual change as the individual student and situation change.
Teachers must work and plan together in order to personalize each
student's program, unify the curriculuw, and give the student the
benefit of multiple personalities. Time must be made available for
this cooperative planning.

The schedule must be sufficiently flexible to allow a variety of
groupings, time patterns, and uses of resources.

The school should, whenever possible, respond to and encourage students
and teachers rather than restrict them.
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I, Resguices;

1. The future education vequirecs a wise, knowledgeable empathetic teacher.
2. All available human resourccs should be utilized in the most effective
way poussible to expand and enrich the student's education. To this
end, cpecialists should delegate their non-specialized functicns to

others; teachers and counselors should not be wasted in clerical duties.
3. Materials of all kinds must be provided, oz developed if they are not
o+herwise available, for students of all abilities and at all levels.
4. Multi-sensory materials should be used tc reinforce learning arnd to
provide every possible chance to reacht each individual student.
5. Teachers must be aware cf all new technological and psycholcgical
developments which could be utilized in education and rust evaluate
the results of their use.

Additional 14 Points
staremrents of school policy

A major element of importance in rhe program is the teacher-pupil match--a
child may choose any teacher (whenever possible) on the team in an attempt

to find that match--we kn~v that persunality/perception/interest/sex/age/
skill of consultants make a difference; rhe students also need to vealize
that it is nossible to choose a teacher other than rhe customary one formally
assigned.

The affective domain is most important——self-image, success, attitude toward
learning; the psychomotor is second--gross motor, fine motor, visual motor,
auditory discrimination. After both thece aveas are in good shape, the
cognitive comes easily, if the curriculum is individualily paced. Then all
those areas should develop concurrently, working on anywhere difficulty
arises at a later time. Scmetimes, though, the cognirive can be a key to
improve the affective.

There ic no such thing as a grade level. Consultants must stop referriug to
6th grade math or 2nd grade reading. Students should be referred to only as
individuals or in temporary groups—-—the drug group, the astrology group. In
a nongraded continuous progress program, comparison of a student with another
or with a fictitious group norm cannot be used to equate progress; these
comparisons have validity only in individual diagnosis and prescription.

Each consultant must know each of his students thoroughly in relation to the
student's progress in his area. Consultants in various teams musi meet
frequently tc discuss students.

Each advisor is responsible for knowing each of his advisees in all areas—-—
the affective, psychomotor, and cognitive-—-as related to all study experi-
ences, involvement, and other phases of school life. Each advisor is respon—
sible for checking thz progress of each of his advisees every few weeks and
for seeing that additional help is sought from ccunselors, psychologists,
administrators, parents, other staff, and outside professional help if a
student has a problem. We do not expect to be able to solve every problem,
but the advisor is responsible for seeing that each advisee has a program
aimed at overcoming his difficulty--realizing that the program'may or may
not be successful at that moment in time; continuous program review is
necessary.
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a. FEach consultant is to send each advisor a number of reports each year con-—
cerning that work of the student}; the advisor is responsible for completing
the yearly evaluation report for each advisee and for cleaning out or
catching up each file--following procedure recommended by the counseling
team.

b. Each advisor must communicate wiih the parents, following procedures set
up by a faculty committee. In general, the parents should realize that
if we do not contact them, the student is progressing; in the meantime,
the parent may contact the school if he feels it is necessary.

6. Each learning situation is generally to operate in five phases—-much 1-1,
open lab, and independent study, with small and large groups as needed.
Thoere should be no problem of grouping; if some students want to meet in a
group, or some teachers see value in a group, groups can be arranged.

7. The best possible curricula is usually student developed; but, if necessary,
some portions of an individual student's program may be prescribed for him.
Opticnal attendance is still the general policy; however, an individual
student can be required to come to a particular learning situation if it has
been agreed upon by the student, a group of teachers, parents, and advisor.

8. All formerso called "aliied" curricular activities—-such as dances, clubs,
athletics-—are considered part of a student's learning activities as well as
part of a teacher's contract. Plans for activities which take place outside
the usual school procedures should be discussed with the associate director
in charge of student programs. All students shall be eligible for activities
unless a faculty group has rcason to prescribe exceptions.

9. The Student/Parent/Faculty Advisory councils can submit requests directly to
the Board of Directors if the request seems to affect only that group. Where
the requests obviously affect another group as well, they must go through the
Joint Council by way of the associate director in charge of community services.

10. Students must be heavily involved in school development if the school is to
be successful. Faculty are encouraged to encourage student participation--
including younger students——in formulating school improvements and policies.

11. Faculty members must learn to function as team members in practice as well as
in theory. Four people working, teaching, and communicating together about a
group of kids can do a better job than four individuals who refuse to work
together--that is, to discuss curricula, student progress, and problems and
reach a mutualliy beneficial solution. Student interns are members of this
team. For example, there are not two industrial arts teachers, there &re
four; thus, how can four help 200 kids, not how can two with some assistance
help 209. This means student interns must make quality efforts.

12. There are "stop signs" at school. Kids do not have complete freedom——there
are restrictions. But those restrictions are similar to the few imposed
when one has a driver's license--speed limits, stop signs, road courtesies.
Teachers should be no more restrictive than these few simple requests indi-
cate; but they should be restrictive, as the policeman is, when there are
violations.
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13. Teachers need to be aware of media center/library facilities when building
curricula, and need toc be aware that some students learn better through
auditory and visual methods.

14. This is a 12~month continuous progress school. Students should be able to
plug in, plug out, speed up, slow down, start, stop courses at any time, and
take as long as desired for the study.

Before writing the tentative draft, and when constructing the additional 14 points,
the school leaned heavily on statements about learning which were published in the
1959, ASCD pamphlet, Learning More About Learning. These assumptions are listed
here as a further guide for students and staff to consider in developing a state-
ment cof school philosophy.

1. Learning is a problem of the total persomnality.

2. Learning is a problem of an individual's pexrsonal discovery of meaning.

3. To teach a person we must understand him. This is more easily accomplished
by trying to see him and his work as he sees them.

4. ZEducation must start with problems that are important and need-relevant
to them.

5. 8ince needs, values, and attitudes are such important determiners of
perception, education must seek to help students know what needs, values,
and attitudes are important to them and to consider these fully and in
relation to each other.

6. Since personal perceptions are not readily changed through the introduction
of objective evidence, education must begin with the beliefs of students
and relate knowledge to their peculiar perceptions.

7. Perceptions are most readily changed through a re~examination of needs,
values, attitudes, and the possible meanings of previous experience.

8. Knowledge is but one determiner of human behavior.

9. Learners learn in response to their needs and perceptions, not those of
their teachers.

10. Education must start where the child is and permit him to determine his
own direction and pace.

11. ©Not specific behavior but adequacy of perception and openness to experi-
ence should be the goals of education.

The FOURTH step or suggestion in changing a school is to create a dissatisfaction.
Assuming that the philosophy that has been written indicates other than those now
being reached are part of the goals of the school, the faculty and students must
begin to challenge themselves: "If we are not meeting the goals and objectives,
why aren't we? Could we find a better way to do it?" This questioning begins to
develop a dissatisfaction with the inappropriate programs currently in operation
in the school. When we look at the fact that almost one-third drop out of school
on their first attempt at a high school diploma, that another one-third can be
classified as in-school dropouts, and that only one-third go to college, it becomes
rather obvious that if the philosophy reflects the type of thinking presented in

this book then certainly the present schools are not satisfactory and ought to
undergo rapid change.

The FIFTH suggestion or step is to overcome the barriers. 1If there are problems
preventing the implementation of successful programs which would enable the school
to reach its objectives, then those barriers must be identified and removed. Some
of the barriers can be attributed to school superintendents, some to college pro-
fessors, to state departmemnts, to boards of education, to parents, to teachers,
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and to students. In other words, there are many reasons why schools have had and
do have barriers to improvement.

In identifying these impediments to progress, it becomes obvious that many are
caused by educators. For example, we as a profession have believed that if we
could have 25 students in a class, that wwould be the optimum size, and that with
this enrollment students could learn better, in spite of the fact thai there is
no research to validate this notion. We have said that if we could have one
teacher with this class, and that if this class and this one teacher could ueet
daily for the =quivalent of 275 minutes a week at the high school level, cxr for
the equivalent of 25 hours cn the elementary level, then we would have successful
schools, and boys and girls would get a good education.

In high school we have spent time arguing whether seven periods or six periods are
better for the learning process, when the truth of the matter was and is that
neither one of them has any reason for existence. We have said that if a teacher
has a free period, she is a better teacher. We -"ave said that if a teacher has
18 semester hours of those wonderful ecucati.: ccuTses and ther 18 more semester
hours 71 subject areas, these 6 hours would nake 1er qualified to teach. We do
not ce: -ify someone who kas oniy 17 3/4 hours in :ducation. We have ccunted the
aumber -f books in the _.brary, and in spite o L2 fact that very few of the
school. have met the stz—dards as set by the Anc:lican Library AssociatZon, we
still try to say that bocks in the library indics—= quality. These are examples
of barriers that we have to overcome.

Guideline SIX indicates that after identifying the barriers to change, one way
of overcoming these impediments is to arrange for models. In other words, the
teacher @must sometimes see a model or hear about an idea in order to recognize
the manner in which the notion might be accomplished in their school before they
are ready to try something new.

One model to set up in a school could be called the rational model. Some teachers
are willing to change by reading about it. 1In other words, a teacher picks up a
book on non-grading and while reading it says, "This makes sense to me; 1'd like
to try it." Some are sold by this kind of model. A second type of teacher is
sometimes sold by what could be called the sales model. The outside consultant
comes in, gives a large group presentation, meets with teachers in small groups,
has a dynamic sales personality, and convinces a teacher to go ahead and get
started on a new idea. A third type is the demonstration model. Some teachers
just will not change without actually seeing it in operation. Therefore, for
these teachers, trips need to be arranged for them to see the program in operation.
A fourth type of model that can be established is what is called the money model.
Not being sure the proposal will actually work, but having money available to

make the attempt is one way of getting some involved in innovation who might not
otherwise try. This is risk money; the teachers feel they have nothing to lose
and much to gain. 1In changing a school, all of these models and more need to be
used.

For example, in trying to change schools in the Lake Region of South Dakota from
1967 to 1969, the Title III Regional Center set up the Innovative Schools Project
where teachers attempted various new innovations; then they visited each other to
discuss the change and decide whether or not they wanted them in their particular
school. The districts in the project were classified as operational, advanced
planning, planning, and pre-planning, depending upon the stage of development they
had reached in terms of successful implementation of the innovation. This regional
concept to change provided immediate models for many teachers to see and discuss.



Other regions are taking a page from the county extension agent; universities
and colleges and public schools are joining together in a cooperative effort;
sometimes five districte combine efforts in innovation by pooling part of their
financial znd personnel resources. Much more can often be accomplished by
cocperative efforts than if each of the five districts tries to go it alone.
There is no need, for example, in many areas, for all five districts to try to
buy a computer; thay mizht lease one cooperatively and ail fivec chare in its
services and potential.

Suggestion SEVEN is to consider the budget. After a staff has determined it has
the committed leadership for the proposed change (1), after ~+aff has read
the literature about the change and how to implement it {(2), a.t.1 determining
that tne change fits the stated philosophy of the school (3), a ==:r -:coming
dissatisfied enough with the present program to desire a revisic— (¢ , af-2r
identify —g the barriers previously preventing a different progr=m (), &-.1
finally, after considering various models as to how the proposec chazze mixht

be developed (6), the staff is now ready to carefully review the .uZrst (77,

and look at the cost of the proposed change, to see whether the cix: and f ‘nanc-
ing seem worth the potential improvement.

Some of the changes are going to Cost more momney. In-service worksiuoms, =W
media centers, technological developments, new facilities, and acouztical Zloor-
ing ail cost money. In most of the early innovatjon projects arour the =ztion,
Ford, Kettering, Carnegie, Rockefeller, Danforth, or federal furi: .rom ETZA

provided the impetus to change. But regardless of how much moneyr .3 available,
Plan A eventually has to equal Plan B, because there is only a ce rtain sum, no
matter whether a traditional or innovative program is attempted. Further, much
of the money being spent now under the guise of change should be spent in the
traditional program. A library is not new, yet few schools have an adequate
one——especially considering the media center concept; thus in many instances we
are merely "'catching up" to where we should have been long ago. :

Actually, the key in considering the budget is to realize that with a little
imagination a great deal can be done on exactly the same budget most school
districts now have. TFor example, rather than hire two first grade and two second
grade teachers and give them four self-contained rooms, for the same amount of
money and in the same space, three teachers can be hired along with three teacher
aides. A wall can be removed rather inexpensively, and these teachers and their
aides can team teach, team plan, build daily variable flexible schedules or daily
smorgasbord schedules, can utilize large and small group instruction, independent
study, continuous progress, self-pacing, responsibility, self-direction, and
techniques of inquiry and discovery; they can become involved in new curriculum
materials, and completely individualized instruction; all of these can be achieved
for the same expense it weould cost to run four traditional classrooms. One of the
methods of change then involves a re-allocation of the budget and a little imagin-
ation. Many schools make the mistake of waiting until more money is available;
much can be done with what we have.

Suggestion EIGHT is to select an alternative. Once the budget has been considered,
there has to be a decision as to whether the entire school will become involved.

In other words, will all the teachers and all the students be placed in the new
program or would it be better to start with a third of the students and staff.
Generally, in most schools about 30 per cent of the teachers &z= —eady to go right
now. About 40 per cent want to sit on the fence for a year or two. and about 30
2T cent :re against any change.
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If the school is a new one built for improved education, and especially if a new
staff is hired, the school should follow the 100 per cent appreach and move im-
mediately toward new directions in education. Even in older schools, if the prin-
cipal has good staff support, generally the 100 per cemnt method can be us=d.

However, if only 30 per cent seem ready, then the school should start with that
group of parents, teachers, and students who are ready for change. We usually
make the mistake of waiting until we have a majority, and that is not necessary.
Start with those who beljeve in change; it is not fair that they should be -ced
to teach or learn in a rigid school just because some want to and others ar= not
sure. Let some stay rigid for awhil«, but let the inmovators innovate.

Tougher schools to change can be started by the so-called pilot project or 2
project method where perhaps two teachers in sophomore English work together in

a small teaming project. This is much too slow and not recommended unless ti.ere
is no better opportunity. In a few schools, it may be necessary to use the "'no
project” mettsd. 1Inm this situation, a few "busy bees,'" so to speak, begin dis-
cussing new ideas among the faculty over a cup of coffee. If it is necessary to
start at that point, then start there; but do that rather than wait. Get them
involved in discussing possible changes and develop their readiness to accept
some of the concepts. Many of the basic ideas have already been tried often
nationally so now we know that they will work if implemented properly. We can
speed up the process of change by selecting an alternative that will lead where
we are going faster and more effectively than if no course of action were planned
at all.

Suggestion NINE is to provide for ongoing evaluation—-as was emphasized in
Chapter 7, but repeated here as one of the steps in planning. Innovators are
generally now evaluators and probably should not be, but somebody must evaluate.
As change occurs, methods of evaluating the program must be built into the
system. There needs to be continuous short term (daily, weekly, monthly) eval-
uation as to present success and direction. There has to be evaluation at the end
of a large period of time, such as after a year or several years. We must plan
some type of determination as to whether or not the final product is indeed any
better than what was being developed before. Many cbjective and subjective eval-
uation methods are now available to measure a number of the innovations, and the
findings of many of the studies are beginning to show that most of the new con-
cepts in education, when properly developed, do help provide a better program for
the students.

Suggestion TEN is titled Sell-Implement-Sell. After proceeding through the first
nine guidelines, the proposed change should now be ready to create and implement.
Before implementation, though, there ic the necessary job of making sure that
through the process of decision making, the idea to be tried has been sold well
enough to launch the project. For example, if the staff wants to begin flexible
scheduling, they must be sure that enough of the school board and central office
and parents and students are convinced that this would be a worthy endeavor if
the project is to be a success. This is why having optional choices for parents
and teachers and students is bhest—-go there if you want a traditional program,

or here if you prefer the new type.

Once the finzl decision is made, the staff must begin to implement the practice
or practices created in a mcre or less step-by-step process by observing the ten
suggestions just described.
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The second sell in the title refers to the fact that even after implementation is
under way, there must be a continuous effort to sell the idez that the experiment
is successful and certainly worth continuing and that there should not be too much
concern over scme of the problems that possibly have developed. These problems
zre to be expecced. Of course, if the experiment does not seem to ~e a better ap-
proach, the school may want to drop it. However, generally, i1f the idea is sound
in the first place and has been well planned, then if the experiment does not suc-
ceed, it is usually not because the experiment itself is not werthwhile, but most
often because of bugs in the creation or faulty implementation. Perhaps at that
stage the staff will want to revise their .Jdeas and their methods «f implementa-
tion and re-~evaluate what they have done thus far. It may be most appropriate

to try again in a more polished manner. It takes two to three years to success-—
fully implement massive change.

One of the most important factors in selling the ideza of innovation to the com-
munity is to '"brainwash' students into sales ambassadors. The best salesmen for

a new program are the students. If they like the program, are excited about it,
and it makes sense to them, generally the program will be successful. The parents
will buy almost anything if the students like it. However, if the students aren't
happy and are dissatisfied with the program, the school is in trouble immediately.
Many schools make the mistake of trying to implement by just announcing to the
students that this is going to be the new program. The students must be an in-
tegral part of the planning, they must understand why; there mast be a great

deal of discussion and understanding; the students must become firm believers
themselves and carry the message. They more than the teachers, in the initial
stages, will determine the success of the program.

Specific steps that might be taken during the sell-implement-sell stage are sug-
gested: (1) an explanation to the staff as to what total program might emerge;
this can be accomplished through a series of large group, small group, independent
study, and individual conference techniques;. (2) it can be explained to larger
groups of parents and students; assuming that small groups of parents and students
have been involved in the initial planning and explanations to the staff; (3)

then start the program; (4) continue to sell the general student body and staff
and reinforce the idea that what is going on is all right; (5) explain the pro-
gram again to all the involved groups in various types of large, small, and
individual presentations; (6) lock the door and remove the phone. No matter how
careful the effort has been to involve the staff, parents, and students, and to
explain and let them ask questions and become committed, it can be expected that
there will be a group that will be anti the attempt or frustrated at certain _
stages of the innovation effort. If the phone is on the hook so that it can ring,
the school will be constantly bombarded; here is another reason not to sit in the
typical administrator's office. Those responsible for the change will hear, "We
do not like the program, we do not understand it, we want you to stop." However,
the real test of the program and when the school can tell it probably will be
successful is when phone calls begin where the parents say, "I still do not under-
stand it, may not like it, and do not want you to sell doughnuts; but go ahead
and do it. The kids love school, and how can I agrue with success."

The key to student support is STUDENT INVOLVEMENT; they must understand why these
changes; they must also comprehend the concept that WITH FREEDOM GOES RESPONSIBILITY
AND COURTESY. The students must understand, for example, why they are being given
a schedule that varies from day to day and why this schedule is going to leave them
large blocks of open time where they are going to schedule themselves. During this
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unsc. 2:du-2d time, th. must understanc t ©.r opportunities. They should realize
tha® the” can choose . .iot dog, the librarv-media center, or a classroom, oOr

ab: . 20 other places =sround the school. They must understand, when they choose
to 20 to a spot, what rossibilities ere there. They must agree not to eat dough-
nuts in the media center but iastead in the student center. These are the kiuds
»f understandings the .udents must have clearly in mind to make daily schedulin
“or example, a succes=. If they can see that their present schedul: does rot Dr.-
-7ride these opportunities, they will quickly become dissatisfied an- ready to con-
sider the new program.

In further preparing them for the new program and as part of an ongoing proces s,
there should be several student-faculty teams. There can be a student-~facultv
team for curriculum, anocher for ideas, another for communication, and another
for evaluation. In other words, there may be ten students, four faculty members
and one administrator on a team for curriculum. These students leave school
from time to time with several reachers and administrators; the fifteen of tham
can sit down in a conference room at a restaurant spending from 9 until 12 dis-
cussing the varicus curricula, problems, need for revisions, and the type of
program the school ought to have. From 12 to 1 they have lunch in the restau-
rant; frem 1 to 4 they continue their discussion. It is a most exciting process
to see students and faculty operating on a one—-to-one basis in this kind of
interaction. Each member of the committee, students and faculty alike, have one
vote. When suggestions are finally made and brought to a vote, this wvote is
recorded and submitted to the administration as a recommendation.

Another team considers new ideas in general. There should be a group of students
and faculty who spend time thinking—-just brain storming for ways that the present
school can be made a better school. There ought to be a team for communication se
that student problems can be brought to the faculty and administration, and con-
versely faculty and administration problems brought to the students. Finally,
there ought to be a team for evaluation. The students and faculty involved should
draw up surveys and questionnaires of various kinds and submit them to parents,
fellow students, and faculty members to determine how the program is regarded

and what might be improved. This whole philosophy, this whole concept, is built
around the notion that with freedom goes responsibility. Students must be heavily
involved with the faculty in the decision making process of the school.

To follow these ten planning suggestions with any degree of success, there must
be supportive efforts. TFor example, the parents in both small and large groups
must work with the teachers and administrators to communicate the ideas that are
being planned or developed. Consultant service must be provided. In-service
training for teachers is not a luxury, but a necessity. The teachers must have
planning time, and the planning time must come during the school day; it canmnot
be done at 5 o'clock at night or on Sunday afternoon.

Another type of supportive effort that must be provided by the administration is
travel. Teachers shouid be allowed to visit programs in operation. The state
department must become jinveolved. For example, suppose a school wanted to try
optional attendance. Most state departments would say, ''Oh no, you cannot do
that." We need state department leaders who will say, ''Sure, that sounds like

a good idea to us, go ahead and try it. We will help you evaluate.'" Teachers
should have days off from school where they are paid to do nothing “»ut think.
This is not heresy, is not impossible, and does not require extra budget; this
is feasible. We have dome it in a number of schools. Educators need to be paic
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to spend some time thinking; studies in industyy show that think davs produce
dividends.

The board, suberintendent, school leadership, staff must be supportive of the
philosophy. ToTr example, right now in most of the elementary school districts,
attendance is decermined by chance of address. Little Mary lives on the north
side of Fifth Avente. She must go to the Red cchool; but if little Sally lives

on the south side cf Fifth Avenve, she must gec to the Blue Schocl. We let a

few feet of real estate decide a child's education. This is absolutely ridiculous;
it is congrafy to =1l philosophical statements regarding individual differences of
students znd for developing a program based on the needs of individuals. It is
quite posgible that Mary, who must go to the Red School, would be better off in
the Bluye $chool; and it is quite possible that Sally, who must go to the Blue
School, would be better in the Red School. There must be other methods devised

to allow students to be more selective of the kind of school that is the most
appropriate for their needs. Schools should be established with a very specific
philosophy, and then parents and students should be invited to become involved in
this school as one of a volunteer enrollment on the basis of commitment to the
rhilosophy of the school.

Part of this supportive effort involves admitting failure. If the attempt to
change was 2 sincere effort to improve and if the attempt by chance does fail,
then there is nothing wrong with saying, "We tried it and were sincere; we thought
it would be better, but it was not. Therefore, we are going to drop it and either
go back to vwhat we were doing before or try a different plan that hopefully might
be better."

If a staff 4S sincere about its attempt te change in terms of improving what might
happen to boys and girls, then change must be implemented rapidly. The staif
cannot tgke three years to accomplish something that might be done in three months.
In doing it ip three months, problems develop that often do not appear if created
over a three~year period. On the other hand, if the staff has a philosophy that
the profyam needs improving and needs it now, and they cannot wait three years,
then they must move rapidly. They may make mistakes during this time, but these
must be expected, accepted, and dealt with as they occur.

What are thée implications for the future? Why must we plan for change? We have
said there Aare at least 69 or more revisioms occurring in schools today. These
revisions demand new philosophies; they demand a courage not usually found in
most Ameyican educators.

It has been suggested that in order to achieve the school. being advocated in this
book, the ten Steps outlined in this chapter related to planning for all the
changes cap be of value to the educators trying to develop a new kind of school.

No school bas reached the goal yet. No public or parochial school in North America
is the kind envisioned in this book.

What we are 1looking for are innovative educators committed to a vision of and a
search for Significantly different and better kinds of schools. The timid at
this point will shy away. Those with ccurage will continue to search, committed
to a philogophy that "maybe tomorrow educarion will be better.”

We cap perhaps summarize this chapter on planning for change by indicating that
the cregtion and implementation of new prografs cannot wait for perfection. The
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important factor in this entire chapter is that many educators now believe we
car plan for and achieve the implementation of betfter schocls if we are creative
and devise a mechanism feor the particular situation. We are on the threshold of
a great adventure in educaticn. Plans are needed today for achieving the kinds
of educational programs that we now know are possible. We can develop that
educational moon rocket.
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Chapter 9
How T¢ Start

These pages on how to start are not at all intended to be theoretical; there are
some elemants which may seem like broad generalizations; however when the specific
comments are individually analyzed, it should be clear that these form the base

of any real practical change in schools. The comments here will lay the ground
work, while those in the chapters following will attempt to give more detailed
guidelines as to how to implement the 69 elements of change listed in the glossary.
Tt would take 69 books or at least 69 chapters to give "al1l the answers,' and then
many of them would only be temporary or only fit some schools. All 69 are touched
upon somewhere in this book, but only a handful are spelled out in much detail.

As this chapter should make clear, cookbook recipes in schools are of limited
value, but the concepts and illustrations should make it possible for creative
educators to create more humane schools.

In the past two decades there has been an increasing amount of soul searching
going on in the hearts and minds of educators and the public in general as to the
effect of the public schools. More and more have become increasingly dissatisfied
as they have challenged the status quo. Generally a commitment is growing that
the conventional schools could not be much worse when compared with what we should
and could be doing in a nation with the knowledge and resources to put man on the
moon. TIf the educators in a school are not really dissatisfied, successful chang:>
will not occur.

As has been »reviously stated, there is no guaranteed mech~nism to achieve success-—
ful change in public schools. All that can be done is to list some guidelines
which have been learned over the past 10-15 years. The Model Schools Project of
the National Association of Secondary Schools is making progress; hopefully out

of their experiences will come additional knowledge related to the process of
change. Each of these efforts contributes to the basic questions: How does one
accomplish rapid retooling? How does a school staff start?

There are now identified seven key ingredients to mix into the blend. These seven
are presented, followed by some practical illustratioms.

Guideline one: dissatisfaction-—there must be discontent with the existing struc-~
ture among at least the change oriented minority of the community (and there is
this strong minority in almost every town in Nocrth America as related to the de-
sire to revise the conventienal schoolhouse); if everyone is satisfied with the
status quo, no change will occur. Therefore, as a practical how to start message,
be sure that the strong minourity group wanting change has been identified and
mobilized for supportive action.

Guideiine two: commitment-~there must be a belief that better schools can be
developed. The staff must bave confidence that they can accomplish the needed
revision. There must be the fervor of the old-fashioned revival--they must really
believe.

Guideline three: work-—the staff which gets involvad, and especially those who
will provide the leadership, must be willing to work like they have never worked
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before in schools—--the first two years of massive reform are the hardest and do
demand 26 hour days. For example, the author one week spent 122 hours physically
in the building in starting one school. Arriving at work at 7 a.m. with no break-
fast and staying until 2 or 3 a.m. with no lunch and only a minimal dinner were
regular hours for several seven day weeks. One may ask if it is worth it. The
trick is to get enough experience in the group that tasks can be decentralized.
Then individual loads can be lightened, but regardless orf the exact number of
hours, the point that must be quite clear is that in developing a new program,
long hard hours are demanded in the early stages.

Guideline four: creacivity-—-there must be idea people who have the confidence that
they can attack and solve the problems and frustrations when change is attempted
in a community.- Snags always develop in a new prcgram. Usually the problem is

not the idea or philosophy, but the method of implementation.

Guideline five: leadership-~change does not need to cost more woney, except

for the catchup dollars to bring equipment, facilities, and staff for programs
which have been neglected in the past or have not been previously implemented,
but it does mean a reallocation of resources. In terms of personnel, it does
mean that additional persons are needed at the decision making, implementation of
change level. If a school has had two administrative personnel in the past, it
usually means moving to four. This may or may not mean additions to the total
staff, but the shifting of assignments must free additional help at the support
team level.

Guideline six: paraprofessionals-—-more money is not necessarily the answer, but
more adults are part of the need. By hiring six teachers instead of seven, im-
mediately money is released to hire three or four paraprofessionals, making a
staff of nine instead of seven.

Cuideline seven: clerical/custodial--most educators starting schools have failed
to provide adequate clerical and custodial help. New programs mean more typing,
ditto sheets, explanations, record conversion, and all the rest. Further, the
building is harder to keep clean, walls need remodeling, electrical outlets need
installation, and a host of other such practical considerations. Custodians are
among the most important staff members in the change process, but in most school
districts they are the "forgotten man' when plans for change are implemented.

Now the taszk is to apply these guidelines to practical illustrations. They can be
used to show how to change a district, or a school, or a room. Perhaps the best
place to start is with some short, simple examples from a current school district.
If the key words in education today are humaneness, options, alternatives, and
relevancy, then it only makes sense that these would be the concepts that would
determine the methods by which theory becomes practice.

To provide humane approaches, the district must have at least three types of pro-
grams. To start, then, the district can identify one elementary school as an open,
flexible school and one as a more moderate team teaching but somewhat structured
approach; the other schoniz can be left conventional while people have time to
reflect. Obviously, the size of the districi and the siza2 of the schools cause
variations in the format. A large district can identify several schools as open
programs. Buses can criss-cross, car pools can be formed, and students carn walk;
this allows the one or more open schools to also be open attendance areas for the
entire district rather than be a required neighborhood school.
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The same can be done at the middle and high school buildings. Even better, one

or more of the buildings can be comverted to a K-12 program, an old country school-
house under one roof. Dces this theory work? Yes, look at one example of a town
in 1970. All the elementary schools are pretty much self-contained conventional
programs; the junior and senior highs are still quite rigid--bells, hall passes,
required classes, and all the rest. in other words, the parents have a choice of
sending their stwdents to good structured neighborhood schools.

The middle-of-the-road schools at this time are provided by the parochial schools.
Unfortunately, they have a tuition fee and some parents object to the religious
affiliations, but they do provide a middle-of—-the~-road approach to change which
should be available ir the public schools. Until it is, the parochial schools do
provide an alternative.

Then there is a . open school sitting in the middle of the picture, a pre K-12
school offering a very flexible, opticnzl program, suck as is described in Chapter
3. There is no cost to the pareat, nor is bus transportation provided. Attendance
is open to anyone in the entire district. In other words, there are no neighicc-
hood attendance lines for tue school--only district boundaries; instead students,
parents, and teachers volunteer for this program. The students and parents in-
volved can check out at any moment—-—as sOOn as they are dissatisfied enough to
move. Yet in this town labeled a conservative, midwestern farm community of
40,000, surrounded by a pred. 2inantly rural environment, rhis open school is full
and each year has more applicants than it can hardle. In fact, the biggest

public relations problem has been to explain to some upset parents why the school
cannot find room for their sons and daughters. Almost every community in America
has parents and students who want open schools. The scene just described serves
as a model for the nation. :

Now, suppose there is only one school in the district in a small rural area, oOr
that there is only one school in the district willing to change, or that the di=-
trict is huge and all of its schools are so big that transporting students to a
specific location would be difficult: how than can a start be achieved? The
answer is quite simple: the school-within-a-school. If the high school has 2100
students, then one house of about 600 students can be established as an open high
school. The middle house of 800 can be a modified opwen plan, while the remaining
700 can stay in a very structured program. Teachers, students, and parents can
choose which aliernative to education makes the most sense for them as individuals
at this moment in time.

At the elementary level, a school of 900 could be divided into three schools of

300 each. When conflicts arise over shared facilities the first year, such as
gymnasiums and other special areas, the flexible school sets up a flexible schedule
to work around the structure. If an elementary school has twelve teachers, as an
example, it can remain a neigliborhood attendance area and still have an open and
closed apprecach.

For example, seven teachers could form a self-contained K-6 room and school envi-
ronment. Five other teachers volunteer tO start an unstructured open program;
they can be given five rooms at one end of the building and a few holes can be cut
through walls. When one resigns, three paraprofessionals can be hired in his or
her place. Thus four teachers and three aides, or saven adults, can take the same
150 students us would be assigned to five classrooms of 30 each, and in the five
rooms develop a completely open nongraded, team taught, individualized program

lwith emphasis on the affective and psychomotor domains; they can develop a
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completely different program so that students and parents have a choice at no
extra cost to the school district and no split in the community as to what kind
of program to offer; the answer is easy; offer both! And then offer programs
in between open and closed.

Now another challenging but exciting problem has developed in school districts
which have already succeeded in developing open, semi-open, and closed volunteer
schools within the system. A number of students, teachers, and parents in the open
school are saying that they are not really "open" because state laws still require
compulsory attendance, the schnol still worrles about communication with the col-
leges, and some parents still prescribe math for their children even though the
student does not want it at this moment in time. This group is now requesting

a true "private free school" within the district where all volunteers really are
willing to break the barriers.

In these "public Summerhills," the parents agree to put no pressure on the child
regarding work or studying math; the teachers are not identified as art teachers
or math teachers, but only adults working in any area they and the youngster want
to share experiences. Records are not kept for colleges and attendance is not a
concern. No schedule of any kind is built. These types of programs are available
in limited numbers of private schools, but the concept of a truly open free school
within the public svstem, where pressures of schedules, courses, and transfers are
removed is a revolutionary breakthrough for public districts willing to try. Some
students need this approach. Larger school districts can easily make small starts
in these directions. During the 70's, the really great, humane school districts
will not only have three kinds of schools--open, moderate, conventional--but will
develop a free school to the left of the open program and probably another type

of structure for the pre-state school youngster. These multiple alternatives are
possible now; the person centered, humane educators of the 70's will provide for
this type of revolution.

Unfortunately some leadership is still so weak in districts in America, that the
district will not move to provide humane approaches, nor will a school take the
step. What then can an individual teacher do? The answer is that the teacher

can do almost the same program within the confines of the four walls all day or
for 55 minutes in a secondary Program, except that the teacher cannot do it as
well alone as in conjunction with other staff and more flexible time and facilities
organizations. But the teacher can pretty well individualize within each subject}
he or she can interrelate curricula, can give large group presantations, hold
small group conferences, provide for open labs and independent study and conduct
one~to~-one conferences or tutoring. A pharmacy of materials is needed, which can
be gathered over a period of time; students need to learn self-selection of cur-
ricula. Parent volunteers can be enlisted to help with the young children, but
nmuch of what has been and will be presented in this book can be implemented by

the adult in a single classroom. '

lany individual teachers have used exciting creative approaches for years, but have
been handicapped by the organization--the inhumaneness of conventional school dis-
tricts. In the 1960's many schoois began to break the old barriers——they were the
pioneers for the schools of the 70's. It is possible to bring about immediate rapid
revision in a school district or a school if the seven ingredients listed at the
start of this chapter are given attention, if the idea of schools-within~a-school

igs adhered to, if enrollment is on a voluntary basis, and if humane leadership is
available in the community.
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1f the leadership is there, change can even be accomplished on a regional or state
level. Perhaps an illustration of the impact that can occur might be the dramatic
change that many schools in the northeastern counties of South Dakota underwent in
the late sixties. FEven though the Title III centers have now closed and thus the
regional and state leadership has slackened, education in South Dakota took a dra-
matic step forward; it is doubtful if it will ever return to the dormat role it
once accepted. A particular nine month period in the history of South Dakota
education might provide a case study of what can happen when leadership and go-—
power combine to develop humane approaches in education, and how it can falter
without support.

As a generalized background to the philosophy that went into this South Dakota case
study, the leaders in that area decided that some type of strategy had to be devel-
oped if all 69 "innovations" listed in the glossary chapter were to be implemented.
They needed to define. as a starting point, the word innovation. For this project,
the concept of innovation as "a new idea for a given area at a given moment in
time" was accepted.

Further, the project needed to identify the problems and had to identify who
decided what was a problem—--whether the list came from teachers, administrators,
students, parents, or outsiders. Some studies now seem to indicate that the
innovation may be successful in the community 1f the solution has some importance
to that society, if resources are available, and as the problem is tackled,
whether there seems to be some probability of finding a satisfactory answer.

Tt was decided that if change and innovation were to be institutionalized, that
the concerns of the people had to be solved. An analogy of concerns was presented
by the phessant in the South Dakota prairies; Mr. Pheasant read a sign which said
"No Pheasant Hunting'; however, soon seeing a hunter come across the field, the
pheasant ran; when asked why, the pheasant answered that he did not know if the
sign was of concern to the hunter. The pheasant was concerned about his lifey

but what was the hunter concerned about at that moment? Was he hunting pheasants,
looking for a rabbit, or just target shooting? Individual concerrs, it was de-
cided, had to be identified if change was to become successful. Hopefully, then,
in reflecting upon the change movement in education which is presently attempting
to gain headway in the United States, the project described below which occurred
in the northeastern corner of South Dakota may give some insight as to how to
start in a given district and as to the possibilities of achieving success.

The state of South Dakota, in terms of its educational system, up to 1967, had
often been rated weak in almost all types of traditional educational evaluations.
Yet how do we really judge whether a state like South Dakota has the poorest
schools or the best schools? How do we know what is actually happening in the
classrooms? How can we compare a high school in South Dakota with a high school
in New York, or California, or Mississippi?

But these comparisons were continually made, and conventional ratings in the past
did place South Dakota near the bottom. It ranked 49th in teachers' salaries.
According to an article in April, 1967 Nation's Schools, it ranked 49th in the
acceptance of innovations in education. It ranked 50th in support of higher edu-
cation, and 50th in support of state aid to education. We could go on and on and
mention the criteria which continued to say that South Dakota schools did not
measure up. But whether they did or not, there was a commitment in South Dakota
to improve the schools. Whether they were the best or the worst schools in the
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country, or whether the movement continues or fades is not important here; the
focus is that about 1967, the educational innovators in South Dakota began to
say, "We must improve what we are doing, and we must improve right now."

In the first step in this direction, South Dakota's Title IIT funds were region-
alized into four areas: the northeast area with a center at Watertown; the south-
east area centered in Sioux Falls; the central area centered in Pierre; and the
western region with headquarters in Rapid City. Each of these regions had the
responsibility to help establish exemplary programs in their areas; they sought

to help develop a philosophy which indicated a need for change and improvement;
they sought to help schools implement better programs for bovys and girls. There
was a tremendous commitment to move South Dakota from a ranking of 49th, no matter
how it might be evaluated, to a ranking of first. South Dakota wanted to become
an exemplary state for improvement in rural United States. It wanted its schools
to rank the best. But the problem was that not all South Dakotans felt this way.
Many of the farm population still believed that schools were not terribly important,
and that an eighth grade or high school education was enough, that teachers with
two years of college were certainly sufficiently trained to instruct boys and
girls, and that buildings that were built in the late 1800's and early 1900's were
good enough because they were good enough for their grandfathers. Unfortunately,
many of South Dakota's educational administrators and legislators were of the same
pbilosophy.

The Title III groups in South Dakota reflected upon the plight of education as it
existed and decided that if South Dakota was to move forward, several steps were
needed. TFirst, people had to be made aware of the need for improvement in the
schools; second, they needed to be invoived in discussions of how this might be
done: third, there was a need to evaluate what was happening in the current schools,
to take a closer look; fourth, there was a need to gain acceptance for some trial
programs, to pilot some new ideas, to say, "all right,4iet us take a look at what
this might mean and let's give it a chance"; fiﬁtﬁf/zﬁére was a need to sdopt some
of the practices and put them into operation; sixth, after adoption, a plan was
needed for reinforcement, to encourage and convince peoplc that they were headed
in the right direction; and seventh, there had tec be evaluation to see if better
schools were developing. '

As we reflect upon what happened in South Dakota as a result of the regional
programs, we See that the greatest progress was made among schools affiliated
with the Lake Region Innovative School Project, the northeastern regional effort
in Watertown; in one year, there developed a tremendous commitment to change, if
change meant improvement. Communities in Brookings, Sisseton, Milbank, Watertown,
Arlington, Waubay, Harmony Hill, Webster, and Huron to mention a few, began to
commit themselves to change in their schools. Some moved ahead of others. - The
Brookings school system, for example, moved forward at a rapid pace. The Lincoln
Learning Laboratory in Watertown became an exciting and different elementary
school almost overnight. The Waubay and Sisseton Districts, and the Harmony Hill
Parochial School in Watertown caused tremendous excitement and enthusiasm in a
few short months by their commitment to new kinds of programs. None, however,
developed the really open public free school; further, many of the schools in the
Lake Region still have not begun to change, and as present leaders leave, there is
no guarantee of a continuing effort. Within a year or two, the flame could fliciter
and die. The Lincoln Learning Center has already been closed as the originating
leadership left without a built-in mechanism fcr survival. But the Lincoln ideas
continue to influence those still in the region, and in the same community, Harmony
Hill continues to flourish.
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We often wonder how many ideas we reject in education without a hearing simply
because experience patterns can recognize no parallel. The Lake Region Innovative
School Project certainly calls for reflection, not only in terms of what was accom=-
plished in a short pericd of time, but what the future might hold. Have these
early efforts to change been in the right direction; will they make a significant
difference in the lives of boys and girls? How do we continue to solidify and im-
plement the programs that were started, so that in 3 or 4 or 5 years, areas like
the I ake Region of South Dakota remain among tke most exciting and exemplary edu-
cational efferts in the United States. The Lake Region, for example, had an
excellent start toward leading the way for better kinds of schools in the rural
areas of the United States. In one yedr, more outstanding consultants came to

the Lake Region of South Dakota thaa probably any other single geographical arca
in the United States. It behooves every school administrator in that region of
South Dakota to consider furfher innovation; the methods tried there might yet
accomplish new directions and have a real impact upon national education; unfortu-
nately, with the end of federal Title III control, the project schools are finding
it difficult to mairtain a high rate of innovation.

South Dakota is a good state to look at when reflecting upon the need for cnamg 2

and t.e mechanism for achieving revisiom. It vividly illustrates Zi.at change 1s
possible, but also raises the question of how we can institutiona. == on-going
innov .tion, so that the brilliant starts made in severzl of the ci—mmities In

the 1 222 Region do not fall by +he wayside wher the initial leadezship moves o°n
to otaz2r challenges.

The 4 scussion of an attempt in South Dakota is pertinent to almos:s al. states:

me-st like South Dakota have had for many previous years a philose>=-' which saic,

"o would like to, we should, but - - - - - ," and then they procezc to list all

the reasons why change was impossible in that state: no money, im.—oper facilities,
lack of equipment, lack of support in the community, and . . . anc . . - aand . . .

But in 1967-68, the Lake Region of South Dakota began to adopt a new philscphy.
Thev started saying, "Je must make these changes; therefore, what are the steps,
the procedures, and the priorities to accomplish this change? What are the short
range plans? What are the long range plans? How can we make the schools of South
Dakota among the best in the nation?" There must be refiectiom upca the number
who have rejected change, as had been the case in the past in South Dakota, simply
because educators' experience patterns were limited and their own frames of ref-
erence could find no method of achieving what were thought to be impossible dreams.

What Scuth Dakota needs, what the Lake Region of South Dakota needs, what most
schools or school districts or states in America need, is what we might classify
as Continuous Project Innovation. We must find better ways to educate boys and
girls in the schools. We must overcome the problems that we know exist. We can
no longer accept excuses. We can no longer live with the notion that we would
like to, but! We must accept the notion that change is needed, that change can
occur, and that we can improve the schools.  Experiences in school districts all
over the United States, such as the author has had in Arizona, Missouri, South
Dakota, and Minnesota all prove that rapid, immediate change can occur. Those
districts accomplished fantastic revolutions in two years. The problem they face
now is continuation of an on-going forever movement, or the revitalization of the
efforts that faded away with a change in leadership or community factors.

As a means of starting, the concept of Project Inncovation is feasible. For example,
to achieve change, we need better cooperation between the universities and public
schools. 1If the university in the region would sponsor cne innovative project with
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an elementary school, one with a middle schcol, and one with a high s:ﬁﬁél, the
potential for exciting accomplishment from this cooperative venture could lead

to further change on a massive scale. If the universities would cut, for example.
two—thirds of the education courses they now are teaching and would allow their
professors to spend one~third of their time teaching, one-third researching, and
one~third working with teachers in the public schools to develop better programs,
the possibilities for developing new concepts in education could almost become
limitless.

In successfully undertaking change, we know that we must involve the local and
national agencies and that they must work together. Further, we must start now
without money and then search for funds. We need creative idezs, and then we
need to seek money. Each staff can start now if it is truly committed to the
notion that schools must improve. We don't need momey, we don” t need better
buildings, we don't need trained consultants. Yes, all of these are important,
and ultimately we hope to have higher salaries and more money for materials

and improvements; eventually improvement means dramatic change. In the mean-
time we must take what we have and begin to move rapidly in the: direction of
better schools.

Evarything ~ha? has been indicated in this book is possibie. There are in the
United Stat=s now many educators who have had personal experiences with all of
the philoscphies and pregrams and guidelines expressed. Many have worked with
each of the 69 revisions; many have helped implement all of them in the schocls.
They are possible; they do work; and they can help create better schocls.

As of yet, though, we have not developed the kind of school we need a .d are
capable of producing now. People committed to these ideas, and with rotions of
how they can be developed, never get together with a complete staff dedicated to
the same goals, and/or we never stay long enough in one spot to develcp all of
these ideas in a single school. But one of these days some innovator, not quite
as restless as most, more content to take the time to stay and mold together

these ideas, is going to put together all.of the exciting rotential in education;
he 1ls going to gather a staff, a building, and a community which will insist on
this accomplishment. Some educators are starting, for they know it can be done;
some educatore kmow schools can be better, for they have helped to implement all
of these changes; the philosophy expressed in this book works; a few schools are
doing many of the gimmicks now. They do sell doughnuts every day; they do build

a daily smorgasbord schedule; they do have optional attendance and an open campus;
students do have a great deal of freedom; they are expected to make decisions and
accept responsibility; they do often have their entire day completely "free'"; they
do mot need to bring notes from home if they are absent; there are no study halls,
or hall passes, or bells; they do have 3 and 4 year old programs and all day 5
year old programs; they do have Pre-K through 12 closely interwoven, sharing the
same facilities under the same roof; they do have elementary industrial arts and
trained physical educators working with the pre-kindergarten children; they do
have personalized programs and have eliminated report cards, even in high school;
they do let students plan and direct their own classes; they have eliminated the
old standard requirements of English, history, math, and science; they do let
students out of the building, sending them, for example, to Mexico for several
weeks; they have individualized instruction; they do some diagnosis and prescrip-
tion; they use parent volunteers; they have a twelve month school; they have
eliminated traditional counseling programs and discipline procedures; they have
changed facilities; they have changed curriculum; they have a different philosophy -
about learning and the learner.
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But they are just in the beginning stages of all these and other even more important
changes. And, unfortunately, many change agents do not stay long enough to complete
the job; further, before the school is completzely achieved, tue better staff move on
to greener pastures. Lt has happened o most of the innovatiwve schools; they have
stcpped innovating; new ones begin and the cycle repeats. This has been the experi-
ence of most innovations in the 60's.

Rut somewhere soon in America, educators will put together humane schools for the
70's using many of the concepts in this book; it can be any creative teachers;
sctools can chamge if they have those magic ingredients: dissatisfaction, comm? £-
ment, hard work, creativeness, extra icadership, clerical ang custodial help, and
teacher aides. If they don't have all the ingradients now., they should not wai:z.
They should start with what they have, then search for what is missing. Now we
need to develop the non-scheduled, non—course pressured open public free school

as rhe next alternative. Frustrating sut exciting years lie ahead.

In this effort to change, if at all possible, it is true that it is helpful if
.some "risk" money can be set aside. D¢ not put every penny into salaries, buses,
repairs, and new materials. 1In almost every change school, we have found the need
to knock out a wall cr buy a particula— piece of equipment, cr hire a teacher aide
in the middle of the year. Sometimes these have provan to 5= short range mistakes,
but in the long range view they have micven to be of zrezt wvalue. With each mis-
tae we have learned: we need to have a few dollars with widich to experiment

w .zh-out being called on the carpet ¢r placing the district in debt.

Change involves some crystal ball judgments, and, unfortunately, we are not always
right. We try to do the best, but educational decisions at the moment are not
infaliible; fortunately, most of the time we are right: taxpayers must accept thz
possibility of mistakes and evaluate performance on the percentage of "sound
decisions," not on 100 per cent perfection. Remember, one Apollo caught fire before
we finally got to the moon. Education must realize the same element of risk, and
must provide a few dollars in contingency to correct errors. But with patience,
understanding, and confidence we can overcome the obstacles facing education today.

As we close this general discussion of how to start, and turn now to more specific
topics, we can conclude that schools really designed for boys and girls are mno

longer mirages on the horizon, but a potential reality; each student will be able

to find success in a program designed to truly meet individual differences, needs,
interests, and abilities. As we reflect on all the things we have said throughout
these pages, many of which have been purposely repeated for impact--a plea for
massive reform--we must remember that we are not talking about theory or about
something that may not occur until the year 2000. We are talking about something
that is practical and necessary, and something that can be accomplished in the 1970's.

Remember, in reading the chapters to come, this book is advocating that school
districts immediately provide alternatives in schools, programs, and teachers on

a wide continuum. The Personalized Open Program would have no schedule, no courses,
no teachers assigned to subject areas, no complicated record and report systems, no
clocks, and no parental pressures, but rather would have adults and youngsters
operating on a person to person interest and relevancy basis, coming together on a
truly mutual desire basis.

The Fersonalized Modified Program would have no course requirements, daily schedules;.
nao vanoue cards, optional attendance, and most of the items of the unstructured open

92
Q




school, but would be mere concerr.ed about formal curricula and reportinag systems.
It would be similzr to the program described in Chapter 3.

The Personzlized Required Program woui.d include such changes as team ~eaching,
flexible schedu:_ing, nongraded approaches, and many of the other inmnosrations of

the 50's, and would include rec-*ved curricula. However, the requireuents would
be balanced. TFor example, at z:os high school level, rather than hava &4 years of
English, 5 years of social studisg, and no art, the requirements woul.! include
during the four year period cne rear of home economics, art, music, Eaglish,
ipdustriai arts——in other words. gach subject area, or combinations c¢? interrelated
curriculas—-would enjoy equal stature. The student could pursue these areas when-—
ever he cr she desired through a variety of options as long as the ecuivalent of
one year of study was completed in: that area.

The Grow Raquired Program, the fourth option, would be gimilar tc t..e present con-
ventiona. schools except that e<forts would be undertaken to individiialize instruc-
tion with-n the present structure and to make modifications to the p:esént structure,
such as the elimination of belis and passes. If a tight security tyr=2 school would
be needed. for whatever reason the district might decide, such a program could be
devised. 1In other words, instead of basically one option students ncw have--that
option being whatever the neighborhscod attendance school offered~—-th: student woull
have a variety of options alomg the continuum from which to select. The fifth
variation, the Personalized Childhood Program is described in a lata=: chapter.
Further, the same five options should be available for teacher education majors

so that consultants are trainecd to work in these arrangements.

The chapters which follow do not detail each of these programs but are instead a
blend. Realizing that in 1970 most schools are still quite conventional, or only
modified to a slight extent through modular scheduling and tear teaching, the
major emphasis is on breaking this lockstep. The jdeas presented hopefully would
be useful in helping to establish any of the programs on the continuum, but the
majority of the comments are aimed at helping to immediately at least develop Op-
tional programs and schools such as described earlier in Chapter 3, realizing that
it of fers only one of the alternatives. Individual districts must determine how
many options to place on the continuum and how far to stretch their own continuum
at this moment in time.

The theme and plea, of course, of this chapter and of the entire book is that if
we all do the things suggested on these pages, and much more as new ideas are
shared, we can create in the United States truly humane schools~-~schools that
really are significantly different and significantly better.
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Ckzotar 10

Individualizarcicn Of Instruction

Tt is now possidle. In the 70's, =av=rn ._thout all the coming technological aides
of the furture. to c¢:zpletely jnd--i valize imstruction. However, unfortunately,
at this writinz we few school= ate rzally Zadividualizing. Most instruction

in most classes iz still grour sacec; unbelievably, many schools yet have some
type of ability grosping. Further, the smal. number of schools which are pres—
ently trying to igdividualize, and most commercial materials currently available,

remain at the lowest level of indi-~iduzlization-—basically prescribed for the
student rather than by the student.

There is no "one wav' to individ.alzzs, but there are "ways" to achieve this goal.
The concept revolves around the nc-ion of custom tailoring or personalizing a
program for each :ndividual. Some students may do the same or similar thing, or
use the same materials, but only if che program is appropriate at this moment in
time for the learning style or stylzs of the individual. There are probably best
ways for each learmer, and the best ways for one may be far different than for
those of  another.

_ As has been stated in previous chapt ~rs, the major problem of the conventional
school is that year after year students have basically followed the same assign-—
ments, used the same books, at the same time; they have been grouped, given
common exams, and then issued report cards. As long as a school has comparative
evaluations, it is impossible to individualize; students learn at different rates,
the speed and depth of which is not measured by a grade level or an A-B-C mark.

The majority oi schools which have thus far attempted to individualize are still
at the stage of using programs with teacher designed objectives and teacher deter-
mined media. It is true that these programs are better than the conventional
group instruction which they replaced, because they do allow students to self-
pace themselves through a continuous and diversified program with little attention
to age or grade level. It is thus easier to design an appropriate program based
upon ability and teacher determined need. These programs can still be defended

as of wvalue for very young or Very beginning students in an area where they have
no experience, or for older students with experience in an area, but who need

some structured guidance at this moment while learning self-direction and self-
selection. Much of the current commercial material offers the "objectives'" and
the "media," and thus fits right into the lowest form of individualization., If
individualized materials were put on a four level continuum, with level four

being the highest, then these adult planned objectives and media programs would

be classified as level one.

4 few schools have begun to add to the pharmacy by allowing students to select
additional media or all the media to go with teacher selected objectives, Or they
allow student input into the objectives while teachers still provide most of the
media. In other words, combinations of levels two and three begin to provide in
varying amounts the opportunities for students to determine some of the objectives
and/or some of the materials, in addition to those objectives and materials already
determined by the instructors and the commercially prepared materials. Levels two
and three are certainly more desirable than level one in the majority of cases.
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The fourth or more idac! . :vei of individualization is reached when the student
determines his own okjsz~? 25 and his own media. Many older, advanced students

find this easy to de. ~t: 't can even be done in early childhood programs in
areas where they can uz - :zand and are allowed various choices. Beyond the
early years, a very ma“= student may come to the consultant and say, "1 would
like to reach these ii - :jectives, and here is how 1 intend to do it." All

the instructor need c:- :zay fine and then occasionally visit with the student;
this type of individuvzl "1 even evaluate his own progress. These level four
programs operate ou o34 . ~wn time schedule; level two and three programs usually
have a flexible time :in...4:’e, while in most schools, level one programs usually
end up on a required =i7: t=zsis. Level four programming is a desirable goal.

However, most studente zw= not at that stage at this mcment of educational develop~
ment. Schools have pravZ cusly not allowed this type of freedom. A more common

example would be for a .= .2nt to come to the comsultant and say, "I would like to
study Nazi Germany from - .3 to 1945 so that I can learn why the Germans agreed to
follow Hitler's leaders' - into a world war; here are the books I would like to
read." The teacher mu:~. -m=n become a guide, motivator, stimulator in terws of
getting the student to = .2 clearly see other possible objectives and other media
and methods to seek answ. "z to the proposal. By discussion, suggestions, raising

the right questions, an: ,=nerally causing the student to again thiuk through his
proposal, the individua. eventually develops a fairly well defined set of goals
and materials. However, it must be realized that often it is best to let a stu-
dent chase after broad undefined objectives with limited media as a way of "iearn-
ing by doing" that his prcvosal needs retooling, but better that he seek than lose
interest by spending wes«s trying to isolate specifics before beginning the study.
The amount of teacher invcivement depends upon the perception of the instructor
and the relationship wizh che student. Some youngsters may struggle in the early
stages of trying to develop their own objectives and methods of learning. But
even these attempts are usually superior to having the program teacher planned.

Ultimately the long range goals are to have most individuals operating from a self-
directed base. The teack=~'s role obviously is turning from that of a ''sage on the
stage" to that of a "guids by the side." Realistically, a school now must have all
approaches to individualization available. Some students, because of age, lack of
experience, maturity, learning styles, and other,still need teacher objectives and
teacher media. But as =uch as possible, teams should build in opportunities for
students to start devels ing their own objectives, materials, and methods. For
those students whc are T=ady, they should develop their own curricula with the con-
sultant assisting the lzzrner to broaden or sharpen the goals and opportunities—-
to see different altermztives to learning. Early childhood students can work on

these salf-direction programs through choice time, oral conferences with the teacher,

and short range activities.

Individualization should occur in the affective and psychomotor domains even more
than in the cognitive. In the past, teacher developed cognitive objectives have
destroyed interest and learning by forcing students into irrelevant study at an
inopportumne stage of development; teachers have been handicapped, too, by being
forced into the same frustrations through curriculum guides and rigid scheduling.
Adults should seek the behavior patterns of their own which best bring out the
maximums in the learning =-vyles of the student. There will never be a right button
to push to turn on all suuzZents and teachers every day, because both teacher and -
student responses will vary on given days, depending upon health, attitudes, mood,
home situations, and even ' he weather. However, we can come much closer to the
ideal than ever before.
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Many teachers feel individualization 1s impossible with the loads they now have.
They are correct if they insist oi. continuing to teach based upon many of the
false assumptions which have dominated education over the past years. But when
the structure of the classroom is changed, and as the entire school organization
is revised, the process is considerably easier. At the risk of oversimplifying,
and without giving specific examples in eacn subject area, ox for various self-
contained or team situations, the following five phases described in the next
paragraphs should provide enough insight for the creative teacher to begin to
see how the methods can be applied to his or her particular situation. These
have been outlined in two previous chapters, but more explanation is provided
here ip an effort to increase perception as to how the mechanics of such a system
WOTrk.,

The mest important of the five phases is the one-~to-one conference held between
the consultant and the studeut. It is here that the mutually agreed upon goals
are set and progress evaluated. Further, this is the manner through which in-
dividual instruction and tvtoring occur. The decision as to whether the student
should follow teacher objectives and teacher chosen media, develop his or her own
objectives and selection of materials, or select a combination of both teacher
and student suggested objectives and media is made in these sessions.

The students arrange individual conferences with the consultant as a patient does
with the doctor--usually by appointment, but sometimes by emergency. In the
opening week or two of the traditional school year, students have nc scheduled
classes,. but instead "window shop." They are encouraged to visit each of the

team centers, talk with their potential resource adults, and make decisions as

to curricula. Once agreement on ''courses,' objectives, meeting times, or mutually
desirable interests and pursuits have been reached the student progresses ahead at
his own pace.

To provide time for these one~to-one sessions, the second phase of individualiza-
tion calls for the open studio or open laboratory concept. These drop—in experi-
ences are generally available tc all students each day in every learning center.
The concept of the studio or lab is activity oriented. There is no scheduled
instruction. Students come in to work on theixr art project, develop a science
experiment, work on their golf swing, practice their guitar, write poetry, or what-
ever. Teachers are usually available for help and often short quick suggestions or
answer type instruction goes on as the student ard/or adult see a need.

The third phase is independent study. This involves more passive activity in that
here usually students are reading a book, listening to a tape, or perhaps watching
a loop film. Gererally teachers are not available, though they could be; normally
1ittle or no "teacher instruction" takes place during independent study. The most
common physical area for this to occur is in the media center.

Often the open lab or independent study phases find students together in small
groups. They could be and many times are alone on a project. Butthis is where
students who enjoy being together form their own groupings to work on similar pro-
jects or study the same topics. Even if they are working on sSeparate learning
activities, they often go together to a center to study side by side at the same
time.

The idea of groups leads to the fourth pnhase of individualization, that of the
small group. It can be used for instruction or various types of discussion.
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Generally, the maximum size for a small group has been found to be 5 to 7. There
are situations where 2 or 3 are much better; sometimes the groups can swell to 10
or 12, but as a rule of thumb, about 5 to 7 seems best. All the students then
have time to interact in this size group; if teacher—dominated instruction is the
plan for a group on a given day, the adult can usually be sure, in that size group,
which students have gained the understanding or knowledge sought. Larger groups
than 3 to 7 makes either task extremely difficult. These small groups should be
planned a day or probably at most about a week in advance. This keeps the need
relevant and current for those involved.

The fifth phase, large group, is rarely used anymore. Everyonme on the same page
or same unit, or same topic at the same time just doesn't make sense very often.
The purpose of large group still primarily is motivation, or for special informa-
tion not easily available; this means that the common thread type of presentation
is usually best. For example, the police captain can make a presentation on drugs
in the community. The student need not be enrolled in science, or social studies,
or health, or home economics or environmental studies to come to the talk. It

may have been planned as an outgrowth of one or all of those areas, but most anyone
could come and benefit from the information or motivation, depending upon the pur-—
pose of the large group. Of course, a planned large group on pollution for the
environmental studies class is still pessible too.

Most students spend about 80 per cent of their day in one-to-one conferences, open
lab, independent study, or the informal small groups formed by themselves; they
could be in a ''classroom," or in the student center playing cards, or in the lobby
visiting, or in an area actually 'studying,” but they are not in formally scheduled
classes. About 20 per cent of their day may be spent in small or large groups,
generally about 15-20 per cent in the former and 0-5 per cent in the latter. These
are not absolutes; some days a student may spend 40 per cent of his time in groups
and some days no time in formally scheduled groups. Further, these vary from sub-
ject to subject and team to team. Remember these percentages should be geared to
individual needs, not group or teacher determined demand. With complete optional
attendancze, no required subjects, personalized programming, and daily smorgasbord
menu type scheduling, most of the day finds the student in informal groupings.
However, one student listening to a tape is involved in large group methodoliogy,
and when the band meets once every week or two, it is easy to see how all five
phases really are completely intertwined and cannot be isolated from one another.

At the risk of being misunderstood, as there really are no percentages that apply,
because the individual may spend almost all his time in only one or two phases—-
the student working alone on the history of Ireland may spend about 70 per cent of
the time in independent study, 30 per cent in one-to-one sessions, and basically
no time in the other three--some general guidelines are offered for beginning
teachers to attempt to help them determine how to start. TFor example, in some sub-
jects such as mathematics, the student might spend less than 5 per cent in large
groups, 15 per cent in small groups, 30 per cent in laboratory, 25 per cent in
independent study, and 25 per cent in one-to-one situations. In English the stu-
dent might spend 10 per cent of the time in large group, 25 per cent in both small
group and independent study, 20 per cent in laboratory, and 20 per cent in confer-
ence. These figures can be very misleading because on a given day the learner may
play cards all the time or just ''goof off," or paint all day. We are looking at
figures that might balance out over a long period of a week, month, or a year.

In science, the emphasis might be 35 per cent in open laboratory, 15 per cent in
small group, 20 per cent in independent study, 10 per cent in large group, and
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20 per cent in conference. 1In social science the figures for the individual
could reverse; perhaps 20 per cent might be appropriate to participate in large
group, 25 per cent “or small group, 25 p=2r cent for independent study, 15 per
cent for one-to-one, and 15 per cent for laboratory. In the cooking phase of
home economics, the percentage could be 30 per cent in laboratory, 30 per cent
in one-to—one, 15 per cent in independent study, 20 per cent in small group, and
5 per cent in large group. Actually, then, the amount of time depends upon the
curricula area, the objectives of thz student, the perceptions of the teacher,
the frames of reference of both, and mar;; other such factors.

Part of the answer to the amount of time spent (and practically never are actual

log times registered——the figures are only guestimates) in each phase is partially
determined by student motivation, other :involvement at a given moment in time, and
diagnosis and prescription. When the curricula is more or less developed by the

student through his or her own objectives and media, the student does a great deal
of self-analysis, consciously or anconsciously, and prescribes for needs, interests
and abilities. However, when the course of study is jointly determined or teacher

determined, a detailed diagnosis and prescription is especially cruciait.

More and more the medical profession is emphasizing the fact that human beings
are remarkably unlike biochemically. TFor example, some individuals need more
frequent food refueling and should eat five or six small daily meals instead of
three large meals which are a concession to time and have no relationship to
physiological needs. Many are now saying that man dces better as a nibbling
animal rather thaun as a ritual eater. Proteins are replacing carbohydrates and
sweets for the mibbling periods.

The medical profession is also admitting many errors in their diagnosis and
prescription procedures, including cases where one physician went to fourteen
specialists and three nationally known clinics in the 1950's before the diffi-
culty was finally diagnosed by a means first published in 1924, but seldom used.
They have also found that the concept of "normal range" is a basic fallacy; often
"sithin the average'" means normal, whereas the score which falls within the
"hormal range" may be very abnormal for a given individual. And more and more

we are reminded that Alexander Fleming's colleagues fought his studies on mold
with bitter skepticism. Fifteen years passed before his work was recognized as
the observations which led to the discovery of penicillin.

However, in spite of the flaws in the medical profession, they are head and shoul~-
ders above educators. They have at least tried to individually diagnose and pre-
scribe for each individual patient. But educators have clung to outmoded super-
stitions such as .ail 7th graders must have two semesters of math; the decision was
made, the book ordered, the ninemonth class planned, before the teacher ever met
the student. Group diagnesis and group prescription remain the evil of most
aducational institutions. It is time to individually diagnose and prescribe, and
it is absolutely essential if individuvalized instruction is to occur——especially
when the teaching team is going to determine the objectives and materials with
little or no input from the student.

The task is not as difficult as it seems. Accurate evaluation is not possible
with present tools and present knowledge of the human, but neither is the medical
profession always sure. They use X-ray, bloocd tests, team diagnoses, aad other
such aids, but often still are not positive. Fducators have the same kind of tools
available, and though sometimes not as refined as the medical procedures, they do
provide techniques to begin. It may te that wechoole of tha future will write
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educational prescriptions for every pupil with the aid of a computer located in a
central diagnostic center which would house a complete history of each child.
Professional teachers would take the data assimilated by the computer to help
prescribe a program--or the computer often will formulate the entire prescriptioa.

In the meantime, educators do have about eleven techniques to follow; when the
information from these is combined, usually the teaching team can come up with a
fairly good prescription to try. We will not succeed with 100 per cent, but we
can come closer than we ever have through group diagnosis.

Among the eleven or more tools will still be the subjective evaluation of each
individual teacher. Often this information is extremely valid. When it is com-
bined w'th the subjective evaluation of the team of teachers, the chances are

even better for valid assumptions. Home made teacher pre-tests can still play a
part, especially in the cognitive areas. Standardized achievement tests can be
used to measure individual cognitive growth in scme areas, but should not be used
for group comparisons. Stnadardized individual diagnostic tests are available in
some areas. FEvaluations and tests by resource persons such as psychologists,
sociologists, and M.D.'s can provide further to the information pool. Examination
of previous learning history, and analysis of anecdotal statements play a part.
New subjective scales such as those which might measure acceptance of responsi-
bility will be of value. The student will contribute his own input through his
expression of interests and needs. Individual parent and student conferences

add further insight. More stress will be placed on the affective and psychomotor
areas and perhaps less on the cognitive, or at jeast there will be a more balanced
cognitive evaluation. All of these plus other diagnostic procedures when totaled
can form the basis for the initial and followup individual prescriptions.

It is important to remember to include student input as well as that of the adult
in developing a prescription. Then each team or individual can determine to the
best of their ability a program based on the analysis of the data. Occasionally
these will be objective in nature, but more often in dealing with human motiva-
tion, as education does, the prescription is of a subjective decision. This is
why it is usually best when the student is not producing to seek team prescrip-
tions. Several teachers taking all that is known about the individual can gener-
ally come up with a better ‘analysis than one working alone. It is better if the
student can set his own plan in mction. Either way or in combination, individual
goals can be determined and progress reviewed weekly, quarterly, yearly, or at
most any time, depending upon the need of the indiwvidual and type of learning
occurring. Imndividual student conferences are held where teacher prescriptions
are attempted. When the level of individualization is still at the narrow begin-
ning stage of teacher objectives and teacher media, then the teacher determined
prescription is explained to the student. If the level has reached the point
where the student prescribes the program, then the teacher merely serves as a
consultant. Most prescriptions now are a combination of consultant and learner
input. As much as possible students should be heavily involved in determining
their present involvements and future directions.

In order to really make individualization work, the curricula, teaching and
learning strategies, scheduling, and all the other ingredients must change.
Following are some illustrations of how beginners can start. It should be easy
for educators to understand how individualization occurs when the student selects
his own program and where daily flexible scheduling, opticonal attendance, no
report cards and other important items are in the mix.
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Rather than give detailed examples of these, the generalizations described here
are combinations of teacher and student developed objectives and media. They
should provide enough ideas to allow mcst anyone to develop an individuaiized
approach in any school in any subject. Admittedly it is much easier in an open
concept scho»l with huge resource centers, optional choices, and heavy doses of
freedom and responsibility. But every school and every teacher can start modi-
fications of individualization in almost any framework. The important thing is
to start and then let the demands of the program eventually push away the remain-
ing barriers.

Again, the preferred way to plan individualization is through conferences wherz
the individual student develops his own objectives and meets with the teacher or
other students in a group activity only where it seems to be desirable at a
given moment in time. But leaving this ideal for now, an example is presented
in the area of social studies which shows how teacher and students can begin in
most’ smy situation with a compromise in objectives and media.

In high school programs, and hopefully all will soon be nongraded, students en-
rolling in a particular "social studies course' may be conventionally classified
as ninth, tenth, eleventh, or twelfth graders. It does not make any difference,
for in this situation they will all be involved in an individualized program, but
in this specific illustration, one built arcund a common thread. In a conven-—
tional school just getting started, a typical two week period plannad around the
topic '"The Effect of War on an Individual Nation'® might be scheduled very easily.

On Monday of the first week the teacher may give a large group lecture, show a
film, or bring in an outside resource person to discuss the topic. It does not
matter if these students are ninth or twelfth graders, smart or dumb, tall or
short, pink or green, or any other description we may try to use to erroneously
classify students; they are ail affected by general mobilization and total war.
Tuesday no classes are scheduled; the teachers use the day for planning while
the students are invcolved in independent study activities. They are reading

and searching for materials related to war as it affects an individual nation.
On Wednesday half of the students may come to the teacher for small group dis-
cussions throughout the day, while the other half continue some more independent
study. On Thursday the procedure is just reversed: the second half come in for
small group discussions, and the others do some more independent work. On Friday
the teachers make themselves available for individual tutoring and individual
coriferences.

The following Monday some of the students may be in 12k and the others may be in
small groups; on Tuesday this may be reverses. On Wednesday and Thursday the
students might be involved in individual conferences, individual tutoring, or
small group planning. Teachers have an opportunity those days for some reflecting
and discussion among themselves. Friday all the students may meet in small gro'ips.
Over thie two-week period, each of the students has been involved in one large
group, three small groups, cne lab, and several independent study or individual
conference sessions.

This description, of course, is just a general picture of what many of the students
might do. It assumes required courses and attendance. If a smorgasbord approach
is taken, the above tight structure might never be used. Even with tight structure
and required clasces, if the program is really personalized and individualized, the
students may scatter in completely different patterns; however, because they are
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all studying the same general broad topic of war as it affects a nation, they
can be brought together for small and large groups and lab experiences on the
basis of the common thread.

Their independent study can be individualized into manv areas of interest and
levels of ability. One student may study war through sociolegy——what happens
to the family unit during war? Another student may view the topic through eco-
nomics—-what about inflation, shortages, and other. Another student pursuing
the historical approach, may look at war in general throughout the history of
the world. A fourth student may tackle the problem through political science,
looking at decisions which are made in war which may not have been permitted

in time of peace. Another student pursues war through art; for example, he

may study paintings pertraying the forces of war as they affect individuals

and the nation. Another student could take a look at the kinds of music writ-
ten during war and peace--is there a difference? A seventh student cculd look
at war through the world of the theatre-—how do the dramatists portray war?
Another may ivok at it through the literatu.e or poetry of the country and
still another may tackle the effect of war via the technology developed, some-
times as a matter of survival. One student may study war through several types
of novels or may study the views of various philosophers.

All of these pursuits can be done on different levels. The college type advanced
person may be reading =Yy detailed topic books in his area, whereas the student
who currently may have difficulty in reading may be doing most of his work threcugh
oral-aural-visual sessions with teachers and students in small groups or indepen-
dently. One student can be studying an historical approach by reading a typical
junior high history book related to war; another student may be reading the same
type of content but in a college text.

For their lab sessions some studemrts may be attempting to paiat a picture cof
war as they perceive how war affevts = country. Another student may be writing
a piece of music to define his emcticns or feelings toward war and its effect
on individual nations. A third student may be writing a play or writing poetry
or visiting welfare agencies to discuss family separations which occurred as

a result of war. ‘

In other words, =3 having studeunts follow a common thread, the program can be
tailored to individual needs, interests, ‘and abilities as related to the general
broad topic. One question, of course, that should be answered before the students
ever study the effect of war is whether it is am appropriate topic in the first
place. Perhaps a student already has a good perspective of the problem via other
study that he had done previously, or perhaps this student would have benefited
more by being in shop, art, math, and science this quarter and would have been
better off dropping social studies at this moment in his development. In group-
paced instruction there are always some students who would have been better
placed in a different program.

The basic description above can be recognized overall as a level one type cf
individualization where the teacher{s) set the objectives of the unit, provide
the materials and establish any alternatives. It is a simple way to start. But
it is easy to see how levels two and three fit, for the consultants can establish
some generai objectives and media, but can allow students wide latitudes of free-
dom in letting students spell out their specific objectives and additional media,
as was suggested through the different students involving themselves in areas of
choice such as art, sociology, or muric.
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However, it is even easier to visualize how tn:is —ould be a level four completely
individuzlized student planned and directed program. tror example, suppose a
teacher only had one student. This student could cicct oo study the effects of
war on an individual. He could set his own objectives as to w-hat he hoped to

learn and he could select his own material. He could become involwed in large
groups by watching a film or listening to a tape or record. He could heavily
engage in independent study through reading a number of selected booulks and articles.
in his open lab he might choose to paint a picture of war, vrite a play, develop a
written analysis, or organize a peacful war protest group. [Fr his cae—to~omne
conferences, he can select a teacher and/or adults in the community to discuss

his interests, questions, and findings. For small group he could eliminate that
phase, or discuss his study and views with informal small groups of friends or
cther students, or could from time to time plug into other related social studies
group classes cuch as a world problems seminar, a sociology course, a history

group, or even a drama seminar if during his open lab he chose toc write a play.

The theater is such a perfect illustration to show how one person on level four
could get involved with an interrelated curricula and team of teachers, for as

he studies "The effect of war on an individual," and then writes a play to depict
his opinions, he becomes involved with the traditional separations of theater arts
(the play), English (the written script), art and industrial arts (the sets),

home economics (the costuming), music’ (the theme and background), social studies
(the history of the period depicted), and even math and science as sets are meas-
ured and harmless chemical bombs are built for explosive effects. In other words,
the opportunities are limitless, and with the theater, group experiences can be

so effectively interwaven.

The creative teacher can help students into these activities at any age level o~
depth of ability or involvement. Obviously voung children need a slightly dif-
ferent approach, the play will be less sophisticated (though perhaps more creative),
and more help in set construction, for example, will be nzeded. But each team of
teachers can attempt to help motivate, or take an already motivated student to the
ends of the world educationally. It can be done on a complete level four individual
approach or back on a level one self-paced but more directed philosophy. When it
grows out of the Personalized Open Program briefly mentioned at the close of

Chapter 9, the results are sometimes fantastic.

The following paragraphs will not be detailed for each subject or possible topic.
The illustrations hopefully will give interested students and teachers ideas of
how a program of completely individualized, self-paced continuous progress., non-
graded, personalized instruction can be developed for any age level or subject.

The closer to level four, the more personalized, but it is realized there are

some schools, students, teachers, Oor parts of some subjects are best taught at

this moment in man's humanistic and mechanistic development at the level one Stage.

The important factor is that individualization is practical, not theoretical. It
can be achieved with the present buildings, staff, materials, students, and budget.
Obviously, a school planned, constructed, and staffed for an individual concept
can accomplish the task easier and hopefully better, but the author will guarantee
it can be done in any school in America with commitment, reallocation of resources,
some in-service training, and the willingness to struggle for a few years. The
next paragraphs give hints at some possible ways even the most traditional schools
can start. TFor those already at level one of individualization, the descriptions
may provide additional ideas. For the few schools at level four, these will be
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to follow.

Look at individualized reading in the elementary school. Assume that we have
traditional first, second, third, and fourth graders in the same pod. Five stu-
dents might be working out of programmed readers but all on different levels
geared to their pattern needs. Another five might be working from skills kits,
the materials again at different levels. Ten may be working on basal reader
materials, but these readers may traditiomally range all the way from kindergarten
to eighth grade. Another five might be working with library books in a recreation
reading program. The teacher may be working with one student at that moment while
the others all work in their individual materials. Individualized vocabulary and
spelling programs can be included in this general individualized language approach.
Students can still work in small groups when it is determined that four or five
may need specifically the same skill at a given moment. These do not necessarily
have to be all "second graders"; there may be some traditionally labeled second,
third, or fourth year students who all need the same help. They can meet in small
groups to discu:ss topics that have arisen through taeir recreational reading.

By using programs such as the literature materials read by the instructor, all the
students, regardlsss of their level of ability, can listen to the same story read
to the entire grcup, discuss the ideas in the story, and write individualized
thoughts through their writing lab experiences. When students can select their
own materials, when they are rot divided imnto three ability groups, when they can
read at their own pace, when skills are learned as needed, when individual reading
conferences are held between the child and the teacher, when records of progress
are kept between child and teacher working together, when there is extensive use
of the resource center, when there is continuous evaluation, and when there is
emphasis on personal progress rather than group comparisons, individualized
reading becomes a tremendous asset to the school. Children's attitudes toward
reading improve, the quantity of reading increases, the children prize the indi-
vidual contact with their teachers, there are less discipline problems, and
geneval reading achievement is usually higher than that accomplished in a tra-
ditiovmal program. All of these are possible if teachers will stop insisting on
meeting all of the kids each day in small grouaps.

A third area of individualization can be shown in the foreign language program.
At a given moment in time when students are found in the language center, 2 few
may be listening to individual tapes at various levels, others may be listening
to records which reflect different levels of skill development, or making tapes,
while still others may be having an interview with the teacher in the language
being studied. Advanced students may be working with begirning students in a
small group tutoring situation. Other advanced students may be discussing a
topic among themselves in the foreign language, some may be reading materials,
some writing, some looking at filmstrips, and some reviewing vocabulary. In
other words, every student can have a diftferent actiwvity going on at a given
moment and can be brought together in smsll groups for discussion or skills
instruction when it seems appropriate to do so. Obviously activities are limited
for the first weeks for beginning students who must have some background in the
language before they can participate in all the possibilities; but having advanced
students more on an individual, self-p:~ed program gives the teacher a chance to
work more with small groups oi beginners to allow them to comprehend some of the
language and quickly move at their own pace.
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Math is one of the easiest subjects to individualize. As a starting point, a
teacher can take one book and spread the children out in different chapters in

that particular book. As students begin to grow out of the book and other materizals
become available, students can be involved with different programs at different
levels. Students keep their own folders, take their own tests, and mark the number
correct. These tests are in a file cabinet and available to all the students any
time. Every so often they take a formal evaluation--a type of test prepared by the
instructor and checked by him so that he knows when the students pass the particu-
lar material being tested, and they know, at least at the moment, the topics they
have studied over the past few weeks.

Very few small groups are needed in math except on some skill areas where students
can be brought together for common needs. Sometimes a small group discussion is

of value to explain the role of math in a particular area; occasionally, large
group interest or lab group skill presentations can be made. One or a few students
listening to a teacher or a tape is actually a large group. Under this plan in
math, students in grades six, seven, and eight, for example, could all be together
in a large room working at their own pace. Ve know that students are spread over
a ten~year sPan at most grade levels; again using the typical seventh grade,
remember they range in achievement frcm grade three to grade thirteen; it becomes
impossible to have a seventh grade math book, a seventh grade program, and give

all kids the same instruction at the same time. Most students can work through
these materials at their own Pace and seek help from a teacher or another student,
because in this plan teachers and students are available for assistance. The
teacher is not involved in teaching large groups of students each day, and stu-
dents are not required to sit 55 minutes in a class and listen to the teacher or

do the group-paced assignment.

In the area of home economics, two girls and one boy might be cooking different
types of foods, four girls might be sewing, three girls might be working on interior
decorating, two girls and two boys may be involved in home design, two more could be
discussing their next project, three may be discussing child growth and development,
four may be discussing some phase of marriage or divorce, and two might be in an
infant care unit. Another girl may be knitting, one reading a home economics text-—
book, one writing his own Unipac, one developing ideas for a demonstration Program,
four listening to tapes, one watching a filmstrip and one a single concept loop
film, two watching a regular film, one ironing, one washing dishes, and one confer-
ring with the teachexr. All of these activities can g0 On together in an individual-
ized coeducational open lab approach. Teachers can pool the students together for
some large group common threads if desired. For example, in the area of sccial
psychology or <hild growth and development, group discussions are quite appropriate;
but most of the work in home economics should be tied to a self-directed individual
approach. The students can usually detexrmine their own objectives, especially as
they progress in experience; the young ones in the K-1 years usually need teacher
direction and objectives and some basic skill presentations.

In English, a group of mixed grade 9 through 12 students might study the definitiomn
of beauty. In the large group Presentation they might see a view of a lake which
most all would agree was bezutiful. On that lake might then appear a boat with a
father and three children, and mother might be standing on the shore. Suddenly
mother sees the boat capsize, and father and the three children drown. The students
are then asked if this scene remains beautiful to the mother; does this lake now
define the meaning of beauty for this individual? In small groups they can discuss
the topic of what is beauty and what is meaning. In their independent study they
can read at different levels in poetry, short stories, novels, and otherwise search
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for materials that they might classify as beautiful. In the lab situations they
can write poems ~r short storie:. vr plays at different levels of ability related
to the concept of beauty. Again, this structure relates to the required course
approach; when self-selection occurs, the above still might be useful to small
numbers of students but not to an entire class. Obviously at level Ilour of
individualization, one student or small group could determine such a program
themselves without teacher set assigments.

A course titled Theater Arts could be built around a combination of music, drama,
art, industrial arts, and home economics. Students taking this course with a
common thread theme would work on a variety of individual materials. One might:
be writing some music for the production, one helping to select published music
that the students desire to use, some writing the actual play, some designing the
sets, and othars building the sets. Another student may be involved at that
moment in memorizing lines for individual rehearsal, another might be working on
stage details which are part of the production, two cthers might be listening to
a record that is related to the production, and another might be making a tape.

These are not detailed illustrations of individualized instruction, but only sug-
gested guides teachers can consider. In summary, there are three points which
should be made. In individualized instruction and personalized programming, it
is quite practical and possible that only one studeut may be taking one particular
course out of the entire student body. This student then would not necessarily

be involved in much interaction, except for the possibility of interaction with

a tutor or being brought together with others who had studied a similar topic or
area either previously or at the same time. In other words, we do not always need
a common theme. Students can work on materials that are of value only to them as
an individual.

Others may be working on completely different materials such as in the reading
program, but they can be brought together when they have a common need or common
interest or by using common materials. These are not permanent groups and are
not necessarily planned far ahead, but instead are a joining of individuals

when there is a need. ‘

A third way of developing these programs is through the common thread approach.
The students involved in che common thread program can easily be brought together
for interaction, but at the same time, except for relating to a broad geneval
theme, can be pretty much individua’ized in their approach to the program.

Obvicusly in order to individualize instruction, we need a different method of
scheduling and grouping, and an attitude which refiects the notion that teachers

do not have to meet with all students every day. Further, in addition to teachers
being trained differently, we need different materials to individualize instruction.
We need to write packets, capsules, contracts, and other individual guides. Stu-~
dents need to develop materials common to their specific goals. Commercial com—
panies must help by preparing alternatives. We need multiple textbooks instead of
a single textbook. We are going to use more paperbacks and more programmed
instruction items. We must take the materials we now have, such as workbocks,

and tear them up and use individual parts of these programs. We must take the
group-paced project materials, in the forms similar to the developments which

first produced the new science programs, and reorganize themm to be tzught indi-
vidually. We are going to need more than reading materials, and we need assistance
in the selection of filmstrips, single concept lcop films, and commercial tapes.

We need to make tapes, and we nced to beef up the libraries. We need to get the
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students out of the puilding and into projects which involve working in community
opportunities. We need to let students write their own lesson plans, choose many
of their own Subjects and offer a broad selection of activities. 1Individualizing
instruction is not impossible. The only things in the way now are the lack of
trained teachers and the lack of indji-sidualized materials.

Some have asked whather we really can diagnose the needs of each individual. Remem-
ber, on level four the student does the diagnosing and prescribing with assistance
as desired. When dore by the teacher, as was explained ea.lier in this chapter,
most of the diagnosis is going to have to be done with aprroaches we already have,
such as subjective teacher evaluations completed on an individual basis, and sub-
jective team evaluations where several teachers work together, for in describing
individualized instruction, it was assumed that in most cases where the size of
staff permitted, teachers were working in team arrangements to develop programs.

We are going to use homemade teacher tests, standardized individual achievement
tests, standardized diagnostic tests which may be available, and evaluation by
resource persons such as sociologists and psychologists. We are going to complete
case studies for individuals and use social inventories and problem check 1list
sheets; we are going to examine their previous school records, including anecdotal
statements. We are going to involve the students in individual conferer.ces for
analysis of interests, needs, and abilities. We are also going to develop new
subjective scales for rating student growth in acceptance of responsibility and
ability to make decisions, 2nd we are going to have more student-parent conferences.
These items have been repeated here to again emphasize that we have the capability
now in most schools to individualize instruction.

Once the diagnosis is accomplished, the teacher or teachers in the team are going
to prescribe to the best of their ability a program for the individual, based upon
the results of the diagnosis. Does Mary need more foreign language? Does Jerry
need to learn to analyze concepts? Does Jimmy need staccato type teachers?

Should Henry use basal or programmed readers or both? In other words, on the
basis of the identification of needs, interests, and abilities for that individual,
we are going to prescribe a program that seems to make sense for that individual.
Tne students should be consulted and involved in understanding this prescription.
We are going to need to prepare for student individual objectives, perfcrmance
criteria, and fairly specific prescriptior o3 expected accomplishment at the end
of the week, quarter, year, or course. Ou the other hand, some students shouid
have none of these teacher prescriptions, but instead should completely prescribe
for themselves.

In most cases we should meet as a team to discuss each child and form a group pre-
scription to lessen the chance for error, esnecially in the more difficult cases.
In the first months in this program of tear. ~nalysis, teachers say they do not
know the children as well as they did when they had them in their own self-contained
room; but after these first few months, the teacher begins to realize that by the
information gained in discussions, he knows the individual better than he ever had
before. In the team meetings, the teachers must talk about individual students
and about learning experiences for these students. Again, this is not all theo-
retical; it is being done in a few schools. In some Programs, the students do
much of the prescribing, as courses and attendance are both optional. Many stu-
dents plan almost all of their work on level four: they choose their own courses,
their own teachers, and select most of their own goals and media.

Teachers need to have a pharmacy ready so that there are a number of solutions or
alternatives to learning. In other words, if we can just take a look at this
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whole problem the same way that an M.D. does a patient, it is not too difficult
to work out a plan. The doctor diagnoses the individual patient as well as he
can, with input from the person; on the basis of this diagnosis he prescribes a
program. He re-evaluates his prescription after a period of time and finds that
if sulfa is not working, he switches to penicillin; if penicillin is nct working,
he may switch to aureomycin. If none of these work, he will do another diagnosis
or call for a tcam diagnosis because the problem may be more difficult than he
first surmised. It is true that the doctor does not have 150 patients each day,
but he may have 150 patients which he sees over a period of time. Part of the
theory for survival is not to see each of these patients each day; this is one

of the needed changes in the schools--to accept the notion that students dn not
have to come in contact with every taacher every day. Some patients do their own
prescribing; they decide they are not sick enough to see the doctor, or they tell
the doctor what they want. Educationally they may not need help from the teacher
all the time, the same as many individuals do noi see the doctor every month.

In the above paragraphs we have tried to point out that individualizing instruc-
tion is an exciting potential for schocls, that it is practicsal, that many schools
are starting to do it now, and that within the next few vears zl1l good schools
will have students with perscnalized curricula. Within these curricula, learning
will be individualized on a coatinucus progress, self-paced approach. The decision
that must be made now is whether or not schocl staffs are going to commit them-
selves to improving the instruction that is now taking place in the group prescribed
programs which still occupy 90 per cent of the teachin: at the present time in the
schools of North America. Group requirements and group prescriptions are that
common. Unfortunately most of the individualized programs are still at level one,
with some input from levels two and three. Only a handful are heavily involved

in level four.

Any teacher who has been a parent can easily convert to individualization. Just
ask how the first child was taught. Then when the second one came along, one

who was entirely different, the pareats set different learning tasks. When indi-
viduality and learning styles of each child are taken into account, he or she will
learn in less time. What can be done with one can be done with 30 with the right
organization and program. Individualization is a popular but very misunderstood
concept. It is not a panacea for everyone; some students will not be reached,

but it is the best way we have now to adjust to the educational task, the teacher's
behavior, and the learner's behavior as a means toward achieving successful learn-
ing opportunities for as many as can possibly be motivated to learn.
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Chapter 11
Daily Smorgasbord Scheduling

For many years North American high schools have followed a ritualistic pattern of
scheduling students into classes on the basis of 55 minute periods with five
minute passing times between the bells. Occasionally schools have varied this

to seven or eight period days; junicr high schools have offen had 42 or 45 rather
than 55 minute periods. 1In the elementary school, scheduling has been done on
the basis of assigning 25 to 35 students to one teacher in the so-called self--
contained room. There were absolutely no reasons for these patterns other than
administrative convenience, and as a very simple mechanical device to handle in-
creasing numbers of students entering the schools. Traditional methods of sched-
uliug served a purpose at one point in history, but now we know that self-contained
classrooms and period 1, 2, 3, type high schools with bells ringing, hall passes,
study halls, and all the rest of the organizational minutia that have interrupted
the learning process for a nurber of years no longer make sense for schools in
the 70's.

There is no evidence or research to support these conventional procedures. Yet
year after year principals set up conflict charts and work during the spring and
summer to fit students into slots strictly based on the number of seats in a
classroom and on invalia course requirements. The assumptions upon which the
traditional system has operated will not stand the scrutiny of research. All
classes do not need to meet eVery day, yet the traditional system has assumed
they should. All classes do not need an equal amount of time, such as 55 minutes
for every subject; somea neecd longer and some need shorter periods, but even if
one tried to defend equal time, why not 52 or 58 or 67 minutes? They would be
equally wrong, but as equally defendable.

Over the past years, many schools have recognized these fallacies and have searched
for alternatives; such variations as four 70-minute periods a week, floating
periods, reversing hours so that on Monday sixth period actually met at first
period time, assembly schedules, multiple option schedules, and other such patterns
have been tried. Even 30 years ago some schools had activity periods where stu-
den:s had one period a day unscheduled to become involved in student programs such
as clubs, athletics, assemblies, free choice, and tutoring sessions. Ironically,
Wilson High in Long Beach, California, in the 1940's, under the direction of prin-
cipal Harry Moore, was a leader in pioneering some of the new scheduling concepts.
Students attended classes only four days a week and had an hour free every day.
When Mr. Moore left, the new principal reverted to tradition. These varied efforts
did not go far enough, nor are they now any more defensible than the straight 55
minute period, although most of them at that time were improvements, especially in
the affective domain, even if not in measurable cognitive terums.

In the early 60's we are all now quite familiar with the development that took
place at Stanford University and their work witrh Marshall High in Portland and
other such pilot schools to develop a computer-generated schedule designed partly
on the basic GASP system written at MIT. The program has become commonly known

as the flexible modular scheduling system. Offshoots of that program such as

those devel.~ed at General Electric, McDonnell Automation Center, Indiflex at the
University oi Indiana, and other similar efforts brought variations to the patterm.
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Marshail High in Portland, Oregon, has just recantly developed a hand-loaded
system which seems toO have improved the original Stanford concept. It is now
quite common to find a number of moduilar-scheduled schools in each state; un-
fortunately, when one looks closely at these schedulesg, it is easy to see that
most of the modular schedules are still better classified as inflexible, flexible
achedules--or at least staffs operate them that way. Most are certainly better
than the old 55 minute period bus schedules where principals said: ''The buses
arrive at 8:30 and leave at 3:30. If I have a seven period day and assign each
student one period for lunch and one period for study hall and have five minutes
in between each period for passing, then I will have a good program." However,
all of these efforis~—the bus schedules and the flexible modular schedules—-—are
now obsolete as we reach into the 70's.

While Stanford was developing its program under Bush and Allen and graduate assis-—
tants at Stanford, along with the principals of the schools they worked with, and
while additional similar efforts were taking place as offshoots of the Stanford
type effort in various parts of the United States, two other developments of great
national significance were taking place in the area of scheduling. They did not
receive the publicity of the Stanford program, but in the long run probably will
have a greater impact on future scheduling at the national level. One of these

ef forts was at Brookhurst Junior High in Anaheim, California, where in 1963,
Gardner Swenson and his associates were developing the concept of the daily

demand schedule. Through the use of Rcyal-lMcBee keysort cards and four staff
members, Brookhurst had generated a brand new master schedule each day planned
three days in advance, which allowed for most groups to meet without conflict

and which provided individualized schedules for most students. At the same time
Bob Dunsheatt and Don Glines at the Canyon del Oro School, and Evelyn Carswell

at the Walker School, and the staffs of those schools in the Amphitheater District
of Tucson, Arizona, were developing the concept of daily teacher controlled
variable scheduling, built first with cardboard slips, then peg boards, and
finally by teams of teachers. The Canyon del Oro-Walker programs, along with

the daily demand type program at Brookhurst, became prototypes for the develop-—
ments in daily scheduling which have occurred nationally the past eight years.

The major deficiency at Walker and Canyon del Oro in the early stages was that
students were still moved more as Eroups than as individuals, but both programs
were able to opera:e with the same budget and staff as those of traditional schools;
further, these daily schedules soon proved that they tock much of the boredom out
of the school day. Additionally, by scheduling daily, one day in advance, as done
at the Tucson schools, teachers could ask for large groups, small groups, indepen-
dent study, open labs, and one-to—one conferences on the basis of daily need.
Classes could be scheduled at any hour of the day; assem’ .ies no longer became
interrupters of the program; kids enjoyed the variety; attendance rates went up;
discipline problems decreased; learning became more fun. The concept of "with
freedom goes responsibility" began in these two Tucson schools as much as it

did anywhere in the nation as related to the public school sector of the North
American education.

In the meantime, during this same period of the 60's, other schools began to
operate block type programs where teachers were given & core of students to work
with all day or for a given period of time. Teachers in these pod-type teaching
arrangements, such as Ruby Thomas Elementary School in Las Vegas and some early
pioneers in California and Massacliusetts further developed the concept of flexible
movement. As the ideas of freedum, responsibility, flexibility, and options began
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to be accepted mationally, school districts such as Uriversity City, Missouri,
further developed open scheduling. Ridgewood High in the Chicage area worked
hard on new directicns for the ccmputerized medular system. The Nova, Fiorida,
program built in flexible blocks even at the high school level. Bishop Ryan
High School in Omaha developed "homemade" modular schedules and now are thinking
in ter:= of non-scheduling. Though most of these schools mentioned are no longer
functioning with innovative schedules, they and the many others too numerous to
name, some which even became much more sophisticated than those specifically
mentioned, were the real piomneers in educational organization as related to
scheduling. However; almost all of the programs had flaws. First, most of
these schools retained required courses; the teachers plamnned the curricula
themselves, or as members of teams. Group requirements and group-paced instruc-—
tion were still prevalent. The major difference became time and methodology
factors; classes were now scheduled to meet as large groups and as small groups
for about 70 per cent of the week; students were left open for independent study
or laboratory time about 30 per cent of the week. Classes met for shorter and
longer periods of time than 55 minutes, and often only three or four times a
week rather than the five converntional scheduling. However, very little true
individualized instruction occurred; content and requirements, though varied,
remained very similar to the past.

During the 60's, more flexible movements took place in the elementary levels,

too, where teams of teachers in ovpen pods with blocks of time began creative
organizational patterns; unfortunately, those great starts bogged down bacause
parents and educators were still handicapped by the traditional concept that

the cognitive domain was more important than the psychomotor or the affective;

they built in rigidity, again to make sure that all students had a required num-
ber of hours in the areas we have erroneously labeled basic skills—-primarily
reading, writing, and math. Home economics, industrial art, physical education,
art, music, and drama-—the really important subjects iun the primary Jears--took

a back seat as they always have, even at the secondary level, as second rate
citizens—-as frills or dumping grounds to and for the "academic'" program. JunioT
highs tried some new approaches but still stayed locked into the horrid seventh
grade curricula called required English, history, math, science, physical educa-
tion, and a semester of art and a semester of music. The middle school movement
was the great hope of this era, but it fell back into the trap of required content
and skills at each "grade level.' High schools were scared to death of the colleges,
state departments, parents, and even the shadows of their rigid departmental chair-
men, and either stayed on the 55 minute period or finally consented to try the
modular system. ILf the schedule failed, at least the computer could b= blamed for

conflict and mismatch of teachers and pupils and for deficiencies in programming.

To help solve all these dilemmas, Clenn Ovard and associates at Brigham Young
University took the concept of the daily schedule from Brookhurst, Canyon del Oro,
and Walker, added their own ideas, and developed a demand type schedule built daily
on the computer. It was by far the most innovative, creative method of scheduling
yet developed at that time in the United Statzs. The Brigham Young program,
though retaining required classes, developed systems whereby individualized
instruction and small group interaction requests could be fed into the computer,
the results being a brand new master schedule every single day of the year and
about 98& per cent conflict free. Though their laboratory school had to close,
Brigham Young educators have continued to explore this apprcach.

Now in the 1970's bold new types of scheduling have been created. Taking the
newest national developments in the area of scheduling, staffs such as those of
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the Wilson Campus School at Mankato State College, some of the NASSP model schools,
and others have developed open daily scheduling processes; some scnools are not
even bothering to build schedules any more at the high school level. As one
example, the current Wilson type is titled Daily Smorgasbord Scheduling; it is
built by hand in about one and a half hours for 600 kindergarten through 12 stu-
dents at no increase in cost except for the quantity of paper devoured, the need
for a scheduling cleark, and the manpower of people necessary each day to develop
the schedule. Daily smorgasbord scheduling has completely revolutionized the
whole concept of school organization and has led tc the ability to truly begin to
develop a humane approach to education. In the following paragraphs, first ==
concept which must be accepted to implement daily smorgasbord scheduling wil. be
discussed. Then, scme of the philosophies and the mechanical processes for daily
scheduling will be reviewed. Finally, the present state of its development will
be summarized.

In discussing daily smorgasbord scheduling, the first effort must be to understand
much of the philosophy that is inwvolved before the mechanics can really be under-
stood. The "why" is more important than the "how." Further, of the '"69 changes"
now underway nationally, daily smorgasbord scheduling is only one. By itself

it may not be that important; but without it, most of the other changes could not
function. Before exploring the how further, the reader should be sure to under-—
stand the description of the school program presented in Chapter 3. Almost all

of the changes discussed on those pages are interrelated in omne way or another
with the daily scheduling process.

Within the philosophy described “- 3ection B, the mechanics of building the
schedule are not at all complice ; the more one accepts the freedoms and respon-
sibilities given to and expected of parents, staffs, and students, the easier the
task. However, it should be noted that if a school is not willing to adopt the
complete daily smorgasbord philosophy, a daily schedule can still be constructed
where required courses, required attendance, and other tighter structures are
possible. The daily variable schedule and the daily demand schedule, discussed
earlier in the Canyon del Oro and Brookhurst Schools, both provided for as much
rigidity as needed.

Even in the daily smcrgasbord scheduling, individual students can be structured
all day long on the basis of need by having them fill out a carbonized copy of
their program each morning, or the previous afternoon, which is then distributed
to the instructors. Attendance can be taken the same as it is in any school. 1In
the early stages of daily scheduling, about 5 per cent of the students do need
this type of schedule; another 15 per cent need modified less-structured forms--—
one copy which can be signed during the day and returned to the advisor. The
other 80 per cent do beautifully, or at least operate on an acceptable open basis;
some of the 8C per cent do need occasional reminders; but after a period of two
or three years, this usually is no longer necessary. For example, the young
children who have only known an open type program have very little difficulty.

The studeuts who are in a transition stage from the old to new have some problems;
but as one would expect, many do beautifully in a day or two.

As to the actual mechanics of scheduling, the details would take a small book.
For purposes of this chapter, we can only outline some of the basic steps to show
that the notion is practical, realistic, exciting, and in operation in today's
schools. Below are listed a number of steps or phases related to the building
of the schedule to give the reader some idea of how this is done. A manual is
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needed to spell out the day-by-day cookbook recipe which schools could use as a
model to start and then eventually modify for their own school situation. In the
meantime, the following procedures should enable the creative c:imislstrator to
start writing his own recipes without waiting for the "model" to ve published.

1.

Each teacher or teaching team and/or groups of students turn intoc the scheduling
clerk each day before 9:00 a.m. the requests from each center for the following
day for the desired combinations of individual conference or tutoring time,

open studio or lab time, independent study, small groups, or large groups.

These requests contain the groups of students desired, the amount of time, any
special needs, the room desired, and any necessary comments. Sometimes teachers
hzve no group requests, SO only a request for open studio, or open lab. or
individual conferences, or close, or some other comment is presented.

The scheduling clerk spends from 9:00-9:30 compiling an overview of schedule
problems for that day.

At 9.30 the clerk is joined by three other adults (at least one or two teachers,
a student teacher, an aide or other). These four spend from 9:30 to 10:30 or
11:00 putting the requests turned in from the teams on a master mMeNu, which

will become the offerings for the next day. Remember, this schedule is developed
one day in advance. The team builds the menu in the following order:

special requests or hard to schedule needs

teacher conflicts and :losed requests by teachers

younger children to make sure they are as conflict free as possible

scratch schedule of room requests already schedulad to check for conflicis
scheduling of remaining classes that have been requested

completion of "open' times such as for optional labs, conference, study
check final schedule for conflicts and accuracy

recopy and make a ditto master on the thermofax and then ditto 60-75 copies
distribute one copy to each teacher's mailbox and then post copies on
certain walls zround the school

He o' 0Q Hh D A OP

In order to list all of the rooms in the school, four large sheets of paper are
used which are then posted side by side on the walls, or which are clamped
together for distribution to teachers. The four who form the scheduling team
each have one of these four sheets to complete. For example, the Environmental
Center rooms (science, social studies, environmental studies) are listed on one
sheet side by side. This is true for all the centers. The requests as sched-
aled for each center need to be cross—referenced for avoidance of major conflicts
for students between the offerings of each center but still knowing that some
conflints are inevitable.

Teachers are rotated on and off the gcheduling team on a staggered basis sO
that never do all three of the other schedulers go off at the same time. This
srovides for continuity as well as sharing the task of schedvling. It further
is a good in-service training technique for teachers.

The schedule is posted for the following day by 2:00 p.m. of the day the sched-
ule is constructed. That way teachers and students can, if they desire, check
their plans for the next day before they go home.

For "lst grade" types of students, the counselor/advisor for each student helps
the child make out an individual schedule. It is usually written down on a

112

117



Q

ERIC

Aruitoxt provided by Eic:

narrow schedule time sheet so that the student can carry it as a reminder of
whera to go, or can get help from an older student if lost. Centers can also
be color coded and cclors used on the schedule for young students instead of
written words or symbols. C(lder students who need some structuring use these
sheets. These can be required for strict attendance for those whe temporarily
need help in accepting responsibility and making decisions. Howevar, except
for very young children, 98 per cent of the students by the secona year write
nothing down but just check the schedule and go when the time arrives—-or

skip the schedule entirely that day if they know even before coming to school
that they want to spend all of their time in industrial arts.

Most students have about 80 per cent of their time scheduled as one-to-one
conferences with teachers, open lab, or studio, or independent study. These
do not have to be listed on the daily master schedule, except that the times
open labs and conferences are available to students are usually marked on the
menu to help with the decision-making process. Students may thea go whenever
they desire and stay as long as they wish. About 20 per cent of the time the
student is in small or large groaps. These are scheduled at specific times,
either by the scheduling team, or informally by three to six students who get
together to decide when they and the teacher are both open and, thus, schedule
their own meeting.

There are occasional conflicts in a student's schedule. However, these can
be reduced if they bother a staff the first year by having each teacher turn
in a conflict match of other courses which bother him most. For example,
band might list creative writing, Indian cultures, chorus, yoga, and fencing
as its biggest "enemies.'" The scheduling team tries to avoid scheduling
these groups back to back.

Further, remember all classes do nc¢ meet every day or for the same amount of
time; generally, only 20 per cent c¢Z the student's day is in a structured
group class. The rest is in unstructured small groups, individual work, or
spur of the moment plans. Thus, conflicts are further reduced.

Personalized schools have so many mini-courses and mini-mini-courses of four
to six students for three to six weeks that it is extremely difficult to keep
track of all the conflicts. In most cases conflict charts are not attempted
with short mini-mini—courses, but for a mini-course which is going to extend
over a stretched-out period of time, conflict charts can be kept if desired.

There is a different philosophy about conflicts. The traditional school says
it has no conflicts, but in the spring it establishes that French IV, chorus,
band, journalism, (all singletons) will be first period. A student must choose
one of the four, but cannot take all four. In open schools, we think a student
should take what he meads. Therefore, we build in conflicts.

But the same conflicts do not occur over and over as there is a completely dif-
ferent schedule each day. In a 12-month school, open about 240 days each year,
240 brand new schedules sre constructed, rather than the one built in a tra-
ditional school, or the five built in tha flexible-modular Stanford type
arrangement. Thus, if there is a conflict, it is treated the same as if the
student were sick. The student may miss the class entirely; on the other hand,
he may listen to a tape of the presentation or discussion, or meet with a
teacher later, or meet with some of thz students later, or can see a video
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tape of it, if the session were that important. Remember, attendance should
usuallv be optional; sometimes students would rather spend all day in the
art studio, and thus miss &ll their scheduled classes even if there is no
conflict.

Students develop much of their own curricula. Thus, many "classes' are sched-
uled by students and not by teachers; students working independently in a
course avoid conflict by scheduling one-to-one conferences. Instruction should
be completely individualized. Group meetings grow out of individual needs,

so missing a 'class'" is not like missing a group-paced program. Actually the
words "class" or '"course" begin to disappear to be replaced by "experiences."
Students in open schools are invclved in multiple experiences; they do not
participate in the usual courses or class required group instruction.

If there is a question as to whether this type of schedule can work without
optional attendance, mo report cards, choice of teachers, individualized
instruction, team teaching, nongradedness, and all the rest, the answer is
a big yes. There is a difference. The more open method is called daily
smorgasbord scheduling. Some schools are now emerging with "no schedule,"”
or only scheduling the few group activities which might be arranged for
various days.

But if a school desires some structure at the beginning, this more structured
type schedule should be called "daily teacher controlled variakle scheduling."
For examnple, where seventh graders take the usual English, social studies,
math, science, physical education, art. and music, the "groups'" can be moved
daily to each of these subjects as requested by the teachers. A group may

go 45 minutes to English, 75 minutes to art, 75 minutes to physicai education,
60 minutes to math, and 30 minutes to social studies on a given day, skipping
science and music. This method of scheduling is easier in many ways than the
smorgasbord. Students are not given as many choices, and conflicts are not

as common. 1In fact, this is how the first daily schedule of this type got
started in 1963 at the Canyon del Oro Scuool.

Another question relates to size of school. Any size school can build daily
schedules, but compromise , must be made depending upon logis*ics, available
manpower, student requirements, facilities, and other. 1In large schools of
1,000 or over, schools-within-a-school or 'house plans' have proven to be

the easier wav. Units of 600 are better for schools, so in a high school of
3600, four units of 900, six of 600, or three of 1200 make more sense than

ome of 360C. Scheduling 600 , ovides no difficulty, but the logistics of
3,000 do present additional time problems in developing such = schedule. 1In
small schools of 200, the logistics are quite simple, but there is less flexi-
bility because of the small numbers of staff.

.ny age level can benefit from a daily schedule. Open schools have pre-
kindergarten through 12 students involved. The ~nly difference is that thare
is mcre planning and structrre of the 3's, 4's, 5's, and early 6's, but even
for them it can be a very cpen permissive program; of course, as much struc-—
ture as a staff desires may be bullt in on a daily hasis.

Cost is related to the amount of paper and ditto masters usec ~* for the man
hours needed to build it. However, eight vears experience wit .5ily schedu! =

is convincing that the advantiges far outweigh the disadwantages. Further. al.d
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is around the corner via the computer. We now know how to build a daily
smorgasbord with a computer and will switch to that system as the computer
becomes available through big districts, colleges, intermediate school dis-—
tricts, coopsrative intradistrict projects, cooperation with local businesses,
and many other such potential resources. A few schools are already planning
or rr king pilot trials on the new third generation computers. The proposal
is to feed into the computer on a daily basis the various requests and have
the machine print out a brand new menu each day the school is open.

15. Th. isacher request sheets that now are used in most schools for daily hand
scheduling look something like the model presented below. Further refinement
is planned as sophistication develops.

Nam¢ - Team Date
| Experience Amount of Room
or Group Time Request Special Nreds Remarks

16. The final schedule generally looks likas this at the moment, though variations
again are planned for the future.

[ ENVIRONMENTAL CENTER _ CREATIVE CENTER
110410821 |314]12 |13 |14 15 16 |16a]17 |18 | 18419
= ol .
9:00, (S| 8| & & E L.
9:15 B3l 81 2| &1 5 o
9:30| o |7°] & S 2 | ¥s
9:45 8§ | | & g - Séi
10:000 « | B 5| 21 o] 3|5
10:15| & 1 2|2 | P wlal % |e
10:30| © N al__ | o 2| a
10:45 — & 5 ET? e
(@] o~
etc. < QJ —

Daily smorgasbord «:heduling is an exciting, practical, effecti-e. and far .etter
way to schedi le than the conventional methods. Scheduling itself is only a tool,
but without getting rid of the old traditional organizations, real improvement is
limited. Thus, scheduling cpens ex’sting horizons for creative, innovative faculty
and stucents. Though present schools mav modify their curreat daily scheduling
techniques, they would not be willing to return to the old methods of scheduling.
It is not unusual, for example, for a daily scheduled school to make over 100 major
rodifications in their first two years of usiug the daily scheduling ccacept.
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Visitors censtantly ask: "Is it really worth all the fuss and bother? Is the
schedule really that much better?" The answer is to generally ask them to remember
that in the early 1880's, Peter Cooper's first railroad engine was beaten in a race
bv a horse. In the early 1900's, Billy Mitchell was court-martialed before the
concept of airpower was accepted. People laughed at the Wright Brothers and other
early pioneers who did crash once ir awhile. Eddie Rickenbacker type pilots had
to fly planes of questionable quality. The Spirit of St. Louis was also a gamble.
The P-38 met a need, “ut only for two years; it was Soomn replaced by jets. Now

we have 747's and Apollos. Educators must decide whether or not they want to con-
tinue to send mail by pony express and travel across country by stage coach or

iron horse, or whether they prefer to send by airmail and fly cross—country in jets.

Daily smorgasbord scheduling is now beyond the Peter Cooper and Wright Brothers
stages. It is, however, probably no further along than the Spirit of St. Louis;
but one day smorga:vord scheduling will be a space rocket for education. In the
meantime, we hope that educators will be encouraged enough by the present successes
to help develop the philosophy and mechanics to a point where nationally educationa’
scheduling will at least soon be in the advanced jet era.

For staffs not yet ready to try daily smorga.»ord scheduling, further explanation
of the rationale behind major schedule changes is still needed, along with inves-
tigations of other possible alternatives. The key concern here is rot what "model"
a particular school buys, but that the school moves out of the 55 minute period,

or flexible-modular, or self-contained approaches.

The educational leaders in the school must be committed to the notion of developing
more sophisticated scheduling or no recipe will work. The principal, for example,
must be willing to become involved in the extra work and frustration that accom-
pany massive sch-.'uling developments; he must also be willing to break traditions.

In plan: ing a new type of schedule, the leaderchip must ask whether to involve all
of the staff or just part of it the first year. In a new school constructed
especially for teaming and innovation, generally the entire school should adopt

some type of flexible scheduling. However, if the new school is not an open attend-
ance area, part of the school should remain more structured; if it is a large school,
built around the house plan, one "house' cculd remain more traditional while the
others became "open" in varying degrees. If it is an old school with established
faculty and clientele, the principal probably should work the first year to involve
only thirty to fifty per cent of the liberal element of the staff in variable
scheduling, through use of the school-within-a-school concept. The middle-of~the-
road group can watch and get involved slowly while the resistors can be left alone
for a year or two. Remember, in the development of commitment, the administrator
cannot do it alone. He must surround himself with a por+ion of the staff who are
also committed to the implementation of scheduling innovations.

For thosz on the staff who still need convincing, the leadership group must ''sell™
a rationale which mandates that the schools of the future must arrange for organi-
zations and schedules built around entirely different assumptions, such as follow:

1. Not all teaching jobs n=c¢ 1 be the same.

2. All classes in all subjects necl not meet every day.

3. All classes need not meet the same nurber of reriods per week or the same
amount of time each dav

4. Students are capable . assuming responsibilities.

5. Learning is more important thar teaching, and lear: ing can take place

without the teacher.
é&j oo
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6. Substantial improvement must tske place in the instructional program, and
the teacher has aan obligation to try to invent and experiment with ways
to improve learning opportunities and experiences.

If a core of the staff becomes comaitted to the poscibilities of variable .cheduling,
that nucleus should read much of the available literature related to flexibility.
During this reading they should try to answer basic gques.. ac: 'Why have daily
teacher—-controlled variable scheduling? Should we adopt smorgasbord scheduling
instead? Why would either be better than what we are doing now?" The arswers that
a staff would reach in posing such questions are generally summarized in the next

few paragraphs.

As indicated earlie 1in this chapter, currently most schoole still operate or = bus
schedule. The central office datermines when the buses arriva and when they can
leave. The »rincipal dces divide the day into six periods and lunch, based upon
bus times. Then he says to Mrs. Jones, as she returns to school that fall: ''Mrs.
Jones, you have the most wonderful schedule; vou are going to have World Literature
first period this year. This m-..ns you are going to have twenty-five students,
five days a week, firty-five minutes each day for thirty-six weeks. You cannot
have any more than twenty-five because the schedule will not permit it. You cannot
tave any less than twenty-five because we do not have any plac~ to send them. You
cannot have any more than fifty-five min.tes because that would interrupt second
period, and you cannot have any less than fifty-five minutes because that means we
would have too many students uncontroliled duriug the day. You just enjoy yourself
and have a good tiane with these twenty-five every day." The teacher then goes into
the room and says, "Tsn't it wonderful, boys and girls? This year the twenty-five
of us are going to be together for fifty-five minutes each morning for thirty-six
weeks. We are going to have a wonderful time studying .Jorld Literature. Won't

our schedule be exciting?™

As she prepares her course, her basic guestion is focused around "What can I do
tomserow for fifty-five minutes to occupy the twenty-five students?'" She should
be asking, '"How may I help studencs learn tomorrow? What is the best size for the
experience? What length of time would be best? Would it make any difference
whether held in the morning or the afternoon? What room would be appropriate and
ow co:14 we evaluate the program?" In other words, the ccnsultant and students
shculd be completely free to determine whether they want to meet at all that day,
whether five or one hundred and fifty students would be appropriate, acd whether
the time should be an hour and a half or only thirty minutes, in either a large
group, laboratory, or seminar type roovm. These decisions should be up to the
learning situation and the various teams on a daily basis. It should not be
determined by the teacher cr administrator in the spring or summer preceding the
school year. 1In conventional scheduling the administrator is saying that he can
predict what an individual student needs the following April; vet he makes his
prediction the previous April or at the latest, during the summer. He determines
then that nine months later the student should be meeting fifty-five minutes from
8:30 until 9:25; the greatest tragedy of all this is that in the case of a transfer
student, he has prescribed a remedy tziore he has ever met the patient. There is
no defensible position fo:r th.s socthsaying kind of rationale. A staff wanting
to co.sider a flexible schodule must read the literature and learn ‘he types of
possilkilities and the philosophies behind them.

For example, as the staff reads about different kinds of scheduling, they must
consider the troe of program originated at Stanford, at Indiana, at McDonnell,
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and many others. They should ask, "What is wrong with the flexible mwodular program?"
The answer is that nothing is wrong with that program if it is compared only with
the wus schedule described above. The flexible modular programs are 50 much better
than traditional scheduling that everyone should be scheduling with this sytem if
that is the best step that can be achieved in a given district right now. On the
other hand, the flexible modular schedule has various flswsj it is really an
inflexible~flexible schedule, but it has been a way for many schools to start.

The problem with the modular schedule in most schools is that there are only five
master schedules. If teachers look at their schedule one day in April, they often
say. "Why last April did we ever request this kind of program? Look, we have
large group tomorrow, lab on Wednesday, and small group on Thursday. We wish we
could change it." With a daily teacher-controlled variable schedule or a daily
smorgasbord, it would be possible to change. Locked into a bus schedule or an
inflexible-flexible schedule, it is almost impossible to make wholesale alterations
easily each day in most schools.

Developing a philosophy is a step which is absolutely necessary when - ing pro-
visions for flexzible scheduling. The teachers and administrators in t. articular
school must study carefully the advartzies and disadvantages of this kinu of
scheduling, and then determine whether or not they agree with the basic philosophy.
Do thev really understand how variable scheduling provides daily flexibility in
that the schedule can be changed to suit any particular need on any given day? Do
they comprehend how variable scheduling relieves boredom? For example, an outgrowth
of daily scheduling, which was not necessarily one of the original reasons it was
developed, is that students and teachers constantly have said that school 1is much
more interesting ''because I do not have to sit in that World Literature class from
8:30 to 9:25 every day." One day the student may have World Literature at 38:3C,
one day at 2:30, one day when he chooses, and one day not at all. Variable
scheduring does relieve monotony as students self-select each day their attendance
and study patterms.

Variable scheduling also makes time a tool. We must learn to use time wisely.
Students and teachers are no longer locked into a fifty~five minute period or a
self-contained room schedule which requires reading every day or music always

from 2:00-2:30 MWF; they enter a sit-.ation where they can control their own tine.
The teacher may ask for only thirty minutes; the student may have a choice between
eating doughnuts for thirty minutes or studying. Both adults and youngsters must
*agin to learn to use school time as a tool in providing for better learning
opportunities.

Variable scheduling provides time for planning. Team teaching, time to dream, and
interaction among professional staff are important. in a flexibly schieduled szhool.
weachers need to sit around a table sharing interests, abi’ities, and knowledge;
they maximize strengths and minimize weaknesses; thus flexible scheduling leads to
the elimination of rigid requirements and self-contained rooms in the elementary
school. 1If we believe in the concept of individually prescribiig inetruction and
operating in a big barn philosophy, tt a there is absolutely no ratiouale that
calls for departments in secondary or self-containedness in the elementary schools.

Do no* fail during this study to create dissatisfacti-m. One of the xreas that
administrators and teachers have overlooked in planning to implement variable
scheduling is that students must e involved; they make or break an inpnovatively
scheduled school. If the students understand the why, what, and where, as related
to the process of scheduling, if they become dissatisfied with the old structure,

and if they agree with the new philosophy, generally rhe new attem  t will be
Q
ERIC 118

P v | b O
124



successful because they are so sold on it themselves. 1Iin order for change to occur,
we must be dissatisfied with tha present schools; we must be comm- tted to try to
find a way to improve. One of the possible ways to improve is to adopt the concept
of daily scheduling. One of the really big dissatisfactions in schools deals with
their past inability to truly individualizz instruction and learning, and truly
pars.ualize student programs. If staffs become dissatisiied with group-paced in-
struction, it is not tco hard to implement forms cf individualized, confinuous
progress, self-paced approaches which force new scheduling procedures.

For those schools not yet veady to adopt daily scheduling, other alternatives cught
to be coansidered. Each school can develiop their own model. There is no "one way"
to schedule. The following summaries of some of the otuer types now available may
be ¢f help to a school wishinz to strike out on their own and develop an entirely
new or modified approach to suggestions in this chapter.

One of the s~ven or more alternavive ways to build a schedule at the present time
3 ur “ae a comouter program based or modifications of the original GASP? system—-—
better kmnown now as flexible modular scheduling. As previously mentioned, groups
such as tha McDonnell Automation Center, the agencies which have taken over the
Stanford system, Indiflex, and General Electric are examples of compaiiies which
can build such a schedule. Here requests are put into the computer and basically
five master schedules are derived for the year. This ic one way tov build 2 type
of flexible schedule.

A second wav to build a flexible schedule is with the use of keysort cards, par-
ticularly those developed as the Royal-McBee Company Keysort System. Generally,
a cheduling coordinator and scheduling clerk are needed for this type of
inechanism; students' schedules are placed on keysort cards. The schedule can

be built daily, weel:ly, or on a semester basis.

A third way to schedule is with a schedule board, some typ= of identification
tags, and a clerk. Teachers turn iu their requests to the zlerk who builds the
schedule on the basis of these plans. In other words, a schedule request sheet
job order is turned in each day on which the teachers tell the clerk the amount

of time that they desire for that particular day for the group that they want.
They may also turn in any special requests they may have such as the room arrange-
ment, audir-visual materials, and other. The clerk then takes all of the requests
from the teachers and builds a schedule.

A fourth way to build . s:hedule is to form scheduling teams. They may organize
in a number of ways, but it usually involves a liarge block of tive during the day.
They can be arranged on an interdisciplinary tenm approach, or oo a disciplinary
team approach. They can be on a grade level ov non-graded level arrangement, but
the general plan here is that a number of teachers with their aides are given a
number of students and a large 1lock of time; within this block they build a type
of flexible schedule.

A fifth w.y is getting involved with the latest technological devalopments. There
are presertly new techniques in the keysort approach mentioned previously, but the
technological effort thet iu leuading the way curr-ntly is the one described earlier
developed at Brigham You.y Univercity. Their laboratory school was the first in
the United States to have a daily teacher controlled flexible schedule built with
a computer. The program is still available and is the method which holds, at this
writing, most promise for the future of those schocils desiring the best possible
forward looking technolcgical system.
Q
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A sixth way is a combination of the methods discussed in the previous five. 1In
other words, one school may have part of its schedule built daily by the ccmputer,
another part thkrough the block of time arrange..evt where tezchers build it them~
selves by hand, and a third part of their school s-hedule built in a more rigid
fashion by the Stanford-type computer arrangement, or an offshoot of the old bus
schedule built by hand to accommodate those teachers who still insist on rigid,
constant arrangements. here are thus all kinds of possibilitics in building
creative schedules.

A seventh type is the daily variable schedule, ovne which usually leads to the adop-
tion of the daily smorgasbord approach. One of the secretr in making this work is
to have very few "must" classes. In other werds, teachers should not request
ctudents five days a week. There should he very few large group classas. A guide-
.ine is that one large group a week is too many in c¢he majority of classes. This
does not mean that students are not expected to s2e the consultant more often; but
when an adult determines there is need for a specific group on a specific day, she
should be able to request it. Generally, thz teacher requests open lab which cause
no conflict in the schedule, or individual conferences which again cause no conflicts.
The teacher may also leave students open for independent study, or recuest small
groups, they mormally can be easily scheduled. Part of the key tr~ this type of
scheduling is to request ''classes” of no more than five or six students, and all
with optional attendznce; "must' classa2s must go.

From this framework comes the smorgasbord which is basically just that~-the kids
are offered ham, pork, turkey, chicken, several kinds of salads, several kinds of
potatces, rolls, and desserts. In terms of educational subjects, what happens is
that the few large grc p requests are scheduled throughout the day. The rest of
the time the teachers merely indicaie what is available to the students at that
particular tour. For example, under one column may be listed an open lab, thexn
individu.l confercnces, then open lab again, and then a small group discussicn
with some closed time in between. Each consultant has similar kinds of offerings
throughout the dav. There is little conflict because the students come and go to
these areas as they desire n an optional basis.

This type of scheduling is not philosophical or theoretical; it is a practical
successful way of developing programs foir students. Once the instruction is in-
dividualized and personalized, and once the students have learmed to operate under
the concept of freedom and responsibility and open classes and open campuses, the
schedule is an exciting tool. t enables stud ats to choose each day the kinds

of activities that make sense to them. On a given day a student may spend all day
in the art lab, or industrial arts area, or in the media center, or the student
may divide up the day and spend two hours in home economics, half an hour in
English, an hour and a half in math, and other similar combinations. The key

here is that the students select where they want to go and what they want to do.
Even the large groups should be optional. 7This works on a K through 12 basis.

The only difference is that there may be a little more structure offered in the
lower years, and sometimes they may not have an open campus, especially if they
z2re in heavy traffic areas. The pilct programs with daily smorgasbord scheduling
have been temendously exciting and hold great promise for the futui .. Several
schools are now using this method. The suspect is great that non-scheduled schools
wili be emerging as more develop open, student selected cu.ricular experiences.
Alternative eight, then, may soon become a school without a schedule; only special
events will be listed, and even these probably will be eliminated. Already some
of the dailv schedulcd schools have cut out listing indepandent study and open
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laboratory times. Some have tried no schedule on Wednzsday, for example. Several
schools are now only listing special events. Bui as pilot vwrograms develop in a
truly open school, free from pressure of parents, colleges, and subjects, the
schedule will disappear too.

In changing to new scheduling procedures or any of the other innovations, the
questicu of money always avises. Yes, schools need more money, but the present
problem is to use the finances we have more creatively; to do tnis we must reallocate
resources. In other words, in 1967, if a school spent $50,000 on textbooks, two
teachers, blackboards, and paint for the walls, maybe now they will spend the same
$50,000 on & video viswer, one teacher, three aides, an overhead projector, and will
knock out = wall. Schools can have flexible schedule on their current budget. What
they must understand is that the money that is stent by the school district must be
reallocated and deployed differently than in the past. We are not talking abouc an
impossible financial arrangement; too many schools around the country have already
proven this.

Thus, in comnsidering budge.s and the eight alternative means of scheduling presented
here, educators must realize that all are practical znd immediztely possible illus-
trations. The arrangements described in the following »avzagraphs further Tortray
the reasonablerness uf such effrrts and are examples of how schools can begin if they
must start schedule breakthroughs in a rather conservative manuner.

One method, the block of time arrangement, can b= illustrated as follows: Perhaps
six teachers—-maybe two English, two social science, two science teachers—-and
three aides are given 210 students for a threz-hour block of time--the equivalent
of periods one, two, and three. The rest of the school can operate traditionally;
the 210 students are completely free to organize a program as th., desire. At a
givoen moment, all 210 may be workiug individually, or some may be working in a
large group with one teacher, or all may be working in small groups, or some may

be working independently, some in laboratory situations and some in informal groups.
Whatever they are doing has been determined daily by these students and teachers
who are responsible for their own time. The schedule on a given day may call for
about an hour of the student's time scheduled with a consultant: the other two hours
may provide ., ;>rtunities for most students to determine the work best suited for
theiv imuediate need. Their choices may be related to English, social science, or
math. They may choose not to do any work in these particular subjects, but instead
go to the student center for a doughnut, to the art room, or to the physical educa-
tion building for a workout. 1In other words, these adults and these students have
complete flexibility during this team arrangement to build the kind of program that
they desire. If tha physical education teacher won't cooperate, then one of the
options is just not available until that department is convinced to be more open.

Another arranger.2nt might be combinations of ulternatives. For example, one team

may have four hours, or sixteen modules, if the schedule is built on a fifteen

minute module base; this gives them a big block of time similar to that just
described. Right opposite them might be teachers who have back-to-back schedules

for horizontal, but not vertical, flexibil- s+ T+, other words, they may not have

~our hours arnd 100 students with four te: .£, but there may be two or three
teachers working for an hour, or 75 minutes, or for some other time arrangement.

An example of this might %e if three math teachers have a group of 90 students to
werk with for an hour. Tu2y can have herizontal flexibility working as a team with
cptions for large or small grouy ., independent study, and other flexible arrangements.
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At the same time that some of the teachers are involved in thic big four-hour
block and others are involved in horizontal arrangements, a third group of teachers
may be on a regular conventicunal schedule. However, to show them that there are
other ways of t:ach’rg besides fifty-five minutes, or to provide longer and shorter
perinods of time for subjects that may demand them, the former first period for
those on a conventional ¢ -:2dule may be sixty minutes one day, seventy-five on two
days, and forty-five .1 utes on the two remaining days. In other words, the con-
ventional schedule ce - te varied too.

At the elementary and middle or iuvaicr high levels, there is absolutely no excuse
for not hav ng a daily vcciable schedule. As scon as one eliminates departmentali-
zation in junior high, and s:1f-cu cained rooms in the elementary school, there
must be plans for some type of cdaily movemeut of students in order to retain the
desired flexibility. The easiest way in the elementary school is to form teaching
teams which can operate within large blocks of time, building daily schedules
themeselves. For example, four teachers and three aides may be given 1Z5 students
all day long; these tezchers and their aides would teach all the subjects for
these 125 students. In other plans the teachers may teach all or some of the sub-
jects; one teacher may teach eight subjects in the elementary school (not recom-
mended, but possible), or she may only teach two or three subjects. There can be
larger teams within which are then developed sub-teams. There may be ‘ight or
more teachers in the school; each one may becocme a specialist; students are moved
from teachar to teacher, not on a departmentalized junicr high type basis, but
growing out of the team plans where a series of specialists work tog-ther to help
individual students. None of the above are coasidered the best way, but they do
illuscrate how small, practical starts at more flexibility can be made overnight
with the same budget.

Ultimately we are coming to the day described earlier when in most of the larger
schools, computers will build the high school and middle school schedules on a
daily basis. and where some schools-within-a-school will operate with no schedule.
Smaller schools and most smaller elementary schools will probably continue to
remain for awhile on some tyre c¢f block of time, teacher constructed approach,
which is a simpler type of arrangement for building flexible schedules in small
schools and in poor districts where they have not formed intermediate districts
to provide computer availability. The mairn point to be stressed ig that daily
flexible scheduling is just as easy as building a traditional schedule if one has
a commitment to the philosophy and begins to non-grade and individualize. The
coming of daily smorgasbord scheduling and "non-scheduling' is already revamping
the forward looking daily variable schedules.

However, in order to really significantly change the time organization, requirements
must change. TFor example, in building a high school flexible schedule, as soon as

the teachers adopt an open philosophy with very few demands for groups, it is easy

to create imaginative schedules. If the art teacher has primarily open labs and
perhaps only occasionally requires a group, if the typing and industrial arts teachers
basically do the same, and if the social studies teacher deimands no more than one
large group every two weeks and perhaps two small groups a week, the schedule is
relatively free. The math teacher can work primarily on an independert basis and,
therefore, have almost no demands for large groups of students. When this beconcs

the method of deveioping curriculum, teaching, and learning strategies, then the
schedule becomes a relatively simple matter. Presently the reason for the Stanford
type schedules is that we are so locked into group-paced instruction and are still

so often seeking to meet the group of twenty-five or to teach as if there were twenty-
five, that we miss the entire possibility of exciting educational benefits.
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In building daily schedules, whether variable or smorgasbord style, the student
rarely, if ever, has the same schedule. He has 170 or 240 or one for each day he
attends school each year. The consultant in this particular program may find her-
self "teaching" on Monday; Thursday she may find that she has the day off to dream.
In other words, because team teaching and flexible scheduling allow schools to
release at least 25 per cent of the faculty on any given day, some teachers are
usually scheduled out. Part of the reasoning for daily scheduling is to provide
this kind of potential for the teacher.

Thus far the best way to learn to schedule is to build them. It takes most schools
an entire quarter to train all the teachers, and even then they do not all under-
stand it well. After two years, a schedule for 600 can be built each day in about
an hour unless unusual problems arise. The first efforts in most schools though,
usually take all day, and after two years, schools still have mechanical and
philosophical scheduling disagreements.

Some educators, though, continue to ask: '"Where are we in this whole process of
flexible scheduling?’" Some have thought they should not adopt flexible scheduling
because it did not do for them what they wanted it to do; they are looking for a
panacea, the Shangri-La. We are not at that level of development in flexible sched-
uling, individualizing instruction, or providing for student freedom and responsi-
bility. We are not there in any of the 69 revisions that are summarized in the
glossary, but we have made great strides the past ten years in each of the areas,
and have gained the confidence to try to implement these changes.

Returning to the airplane and train analogies, schools have a choice of staying in
the pre-airplane stage-—they can be content with the horse and buggy or the old iron
horse——or they can choose to try to fly. Som= have not been content with the old
iron horse; in terms of organization, they ar= attempting to play with scheduling,
just as earlier pioneers did with the notion that an airplane would fly. Those
first efforts were not very successful, and neither were the early attempts at
flaxible scheduling; but at least the attempt was made. Now that we have arrived

at the Spirit of St. Louis stage, unfortunately just as the air industry was forced
to do, it looks as if we now must struggle through the educational counterparts of
such propeller driven fighter planes as P~38; remember how excited we were during
World War II to learn that the P-38 flew 400 miles an hour; two years later the
arrival of the initial jets put the propeller fighter plane into obsolescence.

In the 60's we developed the present jets; now in the 70's it looks like supersonic
airliners, and maybe in the 90's it will be passenger rockets. We are even learning
to parachute planes safely to the ground. Where is the aircraft---or rocket—--industry
going after the year 20007 Once schools have a supersonic method of scheduling,
hopefully before the year 2000, educators can ask the same question--where are we
going? In the meantime there is no doubt that most all educators working with forms
of variable scheduling are at the present apprehensively optimistic.

If schools or districts do develop more humane approaches during the 70's, it is a
safe bet that the more open schools will be operating without schedules and thus

can skip this entire chapter and a great deal of work. More and more open concept
schools will move from a modular scheduling approach to the daily smorgasbord. Almost
all schools will be involved in some type of scheduling they regard as '"flexible."

By 1980 no good high school will still be operating a six or seven period day. Tech-~
nological advances with the computer, philosophical acceptance of open schools, and
humane approaches toward curricuium and persons will lead to exciting new concepts

in the area we now refer to as scheduling. In fact., the word schedule may become one
of the extinct words, and thus eliminated from the educational vocabulary.
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Chapter 12
Freedom, Responsibility, Courtesy

Humaneness and relevancy may be key philcsophies in creating a new, open respon-~
sive school, but the mechanies of how to do it rest with one basic slogan: "With
Freedom goes Responsibility and Courtesy." 1If schools are not willing to practice
the concepts implied, then change to a more open system is extremely difficult if
not impossible.

Students should have a great deal of freedom, but must learn to accept the respon-
sibilities that go with self-direction, and rhe courtesy that must be extended to
orhers. Making decisions and value judgments are important. These are not learned
without opportunities to exercise these goals.

In the past such ideas as student freedom, responsibility, and daily scheduling
have been barriers to change in that the faculty, administration, board, and/or
parents would not approve the program; they feared that students could not accept
great amounts of freedom; the adults thought they would waste time, get in trouble,
and not "learn as much."

Fortunately, in recent years a aumber of schools have beén successful in developing
models for use of uascheduled, open, or unsitructured time. They have shown that
the concept of responsibility does work, that it is an exciting philosophy, and
that it is the kind of program that should be available to many of the students
most. of the time. The trauma of turning students ''loose," and the mechanics and
time necessary to build daily schedules have certainly been barriers to improve~
ment. Two constant questions arise: How does a school overcome such barriers?
What kinds of models are there throughout the country for a staff to comsider for
adoption or modification?

Tn overcoming barriers and developing for a specific school program related to
freedom and open scheduling, both the students and staff must understand the "whys,
whats, wheres, and hows." Not knowing @bout the change from # to Z causes resis-
tance. Teachers and students must understand the why factors, such as why we build
a daily smorgasbord schedule. They must understand that the philosophy of daily
scheduling calls for time arrangements based upon the learning task as determined
daily by teams of comsultants interacting, or by student requests, or a combination
of both. They must know that schedules attempt to provide for the abilities, needs,
and interests of every student on an individual basis each day. Further, they must
realize that the schedule, and the concepts of freedom and responsibility, are
trying to make appropriate utilization of time, Space, professional staff, and
materials. They also must know how they can make requests and selections regarding
the daily programs.

The what factor becomes involved in two phases: one we could define as teacher
scheduled time, and the other as student scheduled time. Most schools have been
afraid to attempt unstructured schedules, but those who gambled have provided
excellent models. The teacher scneduled time should usually occupy no more than

20 per cent of the day and will probably be less in the future. In several current
optional attendance schools, time is generally by student choice, not teacher demand.
Even in required attendance situations, where the teacher can demand small groups

or large groups, laboratory sessions, or individual conferences, she or he may
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control time to the point that in the continuous progress, self-paced, individu-
alized instruction arrangement, when there is a need to work with an individual,
the adult may ask for that individual. When the consultant desires a laboratory
experience for the student, it can be arranged, the same as students can be
scheduled for small or large group situations.

The major portion of the year could be defined as student scheduled; at least 80
to 100 per ceat of each day most students should be allowed to determine what they
need to do with their time. The student shculd not be controlled bv the authority
of the teacnor all day long, except in necessary cases.

What can an individual do during the .ime that is student controlled? There are
many things; he can become involved in quest study, pursuing something on his own
that he has developed; he can be involved in depth study, providing more detail
in work growing out of a program partially prescribed by the teacher. He can be
doing some individual study which might be the equivalent of the assignments that
we have given him in the past. He may be involved in some type of other indepen-
dent study project relating to one of his classes or relating to his own special
task. For example, he might be the only one in school taking Latin American
History and may be working independently during this time on this course. The
student may be working with a small group; he can either crganize it with other
students without a teacher, or he can request a small group with the teacher.

In other words, the student may request meetings with teachers, either as an
individual or in a small group, or even in a large group. If students feel a
need for some particular help from the teacher, they can receive it, generally

on the day it is needed. On the other hand, they might be involved during the
time they have in some kind of student activity; they may be relaxing, eating a
doughnut, working on tihe school newspaper, oOr enjoying some other area that may
not be related specifically to a subject being studied.

Both students and teachers must understand where the students may go during the
student scheduled time. These areas, for purposes of explanation, can be divided
into two types: study areas or activity areas. In other words, some students may
be involved in what adults call good learning situations, working on some kind of
class or independent project. Others may be involved in something that may not

be directly related to the prescribed classroom program, but something that the
individual student feels is of benefit. There should be from ten to tweniy-five
different choices available to students, depending upon maturity and facilities.
These apply to first-year boys and girls as well as to seniors. Students in a
true open school need not account for this time; they may decide where to be with-
out accountability of attendance. When they must be "somewhere," accountable to
attendance rolls, the concept of freedom loses much of its potential.

A student might choose as one of his twenty~five possible selections today to go to
the media center to study; he might choose the student center——the so-called student
union, or lounge, or doughnut shop, or faculty/student snack bar or whatever name
it might have. He may choose to go to a laboratory where individualized reading is
established, not on a remadial basis, but as part of an approach that calls for
most students to improve reading by participating in the program sometime during

the school years. The student might be involved in another classroom session; he
may decide to repeat an experience that he had previously and would like further
clarification. He might go to the industrial techriology laboratory and work on a
project there, or he might be in the cafeteria, or the counseling center where he
could visit with the counselor or read descriptive college or vocational selections.
He might have a conference with an individual teacher; he might be involved as a
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student assistant working in the office, media-~center, Or some other area; or the
student might go to the art studio.

Ten areas already have been described; the eleventh could be an open typing labora-
tory. Most every student -of any age should be able to type whenever he has a need.
The student could go to the outdoor center, a place where students can lounge or
relax or study outdoors, or to the home economics laboratory. He could work on a
school project such as the newspaper Or the yearbook or be working in the science
laboratory independently; he could be in a committee meeting of some kind. A
student needing structure could be assigned to a teacher or an arsaa where quiet
study is occurring, or he could be helping that adult as part of zhe therapy.
Another could choose to be in a listening facility such as the language laboratory,
or he might chooze the physical education lab. He might go to an evaluation

center where whenever he is ready in his individualized self-paced program, he

can take the evaluation on the particular day and hour that he desires. He could
be in the music studioc. We could go on and on pointing out places where the
students could choose to be during the time he builds his own schedule.

These are not theory, and they are not philosophy; there is room for these choices
even in crowded buildings. It becomes very feasible when the students and teachers
overcome the notion that they must meet in the teacher's own room with twenty-five
students every day. As soon as the teachex realizes she does not have "her room"
and "her students,” but instead is working as part of a total school approach,

and when she works with individuals and 210t group-paced instruction, these activi-
ties and choices become very appropriate.

One of the reasons for unscheduled or responsibility time is to help students develop
the concepts of leisure and responsibility. The future world is going to leave
adults with large amounts of unscheduled time. We are basically going to select

from three broad choices: we can involve ourselves in study, service, oOr recreation.
Some of the free time ought to be spent studying; self-education and life-long
learning are going to be much more important in the future world. A zecond avenue
for use of unscheduled time is that of service; more and more we are sying to offer
services -to volunteer understaffed state and private agencies. Par: * the time
will continue to be spent in recreational activities. In schools wh » choices

are allowed most of the day, the students gather experiences in a ¢ .rolled environ-
ment in making decisions and in wise use of time. They learn that _th freedom goes
responsibility and courtesy.

This entire concept is so terribly important that it is of value to take time here
to further explain and illustrate how this attitude toward the student works. It
is necessary that the innovative schools understand student freedom and responsi-
bility; it is applicable in suburban, urban, and rural schools but is implemented
differently. In a 'problem area," schools might only give a small percentage of
the students these opportunities in the beginning and let the list gradually grow.
Responsibility cards can be issued, for example. In an area less troubled with
problem learners, all 100 per cent can be released, although about 20 per cent

need to eventually be structured for a time before they gain complete understanding
of the program. Usually the "problem learners' are caused by the "problem schools";
eliminating the latter does much to remove the former. It is a two or three year
process in difficult cases or situations, and sometimes no cure is discovered for
or by some individuals.

Schools embarking upon innovative, exemplary programg must accept this basic con-
cept-—one which is greatly in netd of correct implementation-~that of allowing



students opportunities for freedom and responsibility. If educators believe that
a prime purpose of schools should be to develop decision-making, responsible,
value judging, perceptive, self-directing, self-educating individuals, then time
must be provided for students to have opportunities to develop these skills. This
statement applies to both elementary and secondary school, to "first grade" stu-
dents and high school "seniors." The only difference is in the degree and method
of implementation.

There are two important reasons for the acceptance of the concept of freedom and
responsibility. Foremost is the philosophical belief in necessary goals for
education; second is the fact that if a school decides to implement a truly daily
variable schedule, it is virtually impossible to program all students 100 per
cent of the time. 1In past efforts to account for all students, the obsolete
concept of a study hall has been employed in the secondary school and constant
reacher-pupil contact in the elementary. Fortunately, educators are realizing
that the study hall offers little value other than as a "jail" where attendance
can be taken, thereby a-counting for all students’' actions almost every minute

of the school day.

Students need to learn to use time as a tool. Being tightly :c..cduled fu Siae
periods a day at school with no optional choices does not lend itself to aiding
students to make judgments about appropriate use of time. Schools of America
have grown to be dependent upon organizational processes that are more nearly
intent upon managing students than educating them.

Most schools now are run on a 90-10 basis--90 per cent of the decisions being made
by teachers, and 10 per cent by students. What is needed is a more nearly equal
relationship. This is not to imply that schools be managed by young people; it
does, however, intend to suggest the need for joint adult-young person considerz-
tions of school programs, not in theory, but in actual practice.

Under the old secondary school concept of study hall, or assigning students to six
classes, or in the elementary school of allowing children only a short recess, the
only times students could make choices independent of the teacher were at lunch;
these were limited to a few areas for short periods of time. Students have wants
and needs as do adults. They ought to be able to decide during part of the school
day what they would like to do—-what would be most meaningful to them at a given
time. The administrator or teacher cannot during the summer or on a day-by-day
basis, decide what is best for every student every hour of every day. Students need
to be "turned loose" part or all of each day.

How is this idea implemented? In the elementary school most students should have a
chance each day to make decisions. Smorgasbord schduling makes almost the entire
day a choice; however, in most conventional schools, responsibility time should pro-
vide some opportunity for the students to decide at various times during the day
whether this moment should be spent in the media center, on the playground, in the
cafeteria baving a snack or talking to friends, in the art or science centers, or

in the open pod or classroom working on special interest projects. First-year stu-
dents, in general, may have less time than sixth-year students, although at all
levels individuals may have more or less time depending upon their ability to accept
responsibility; some may make decisions all or a greater part of the school day.
Schools which have done this have discovered, much to the amazement of the skeptics,
that students can make wise choices and can be away .rom a teacher and still learn
to read, write, compute, think, analyze, observe, draw, sing, and jump. The "crowded"
elementary school curriculum takes on a new dimension with the decision-making
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element added. First-year students can self-select all day long, though in the
initial wecxs of the program part of their day should be structured to provide
some group orientation in each area plus security for those who need it.

At the secondary level, at least twenty-five areas, as mentioned, need to be
identified as options for selection. Depending upon whether the scheduling develop-—
ment is of the daily variable or smorgasbord type the students may have ong, £wWo,

or six hours of unscheduled or responsibility time. Many students should have a
choice of attendance in most classes. In fact, forward~looking schools accept the
concept of opticnal attendance for most all students; those who have experimented
with this have found that students will attend classes where teachers have developed
programs that are meaningful and realistic for the goals of the learner. Students
shy away from classes oriented primarily to teacher goals. Self-selected curricula
motivates students.

For student-selected options, remember that a patio, a snack bar, the cafeteria,
the media center, the art and music rooms, the shops, home economics area, science
laboratories, physical education areas, typing, reading and writing laboratories,
the -ounmseliny end testing center, an appointment with a teacher, repeating a

class for further clarification, school activities (newspaper), and a quiet space
should all be available. In these choices there must be a mixture of quiet areas
such as individual carrels in the media center, semi~quiet areas such as the lobby
or rooms where students may work together in small groups, and noise areas such as
a patio and snack bar where students may talk in normal or loud tones. )
There are some built—in brakes in such a program. The students are taught that
there are only twenty-five areas, not twenty-six or twenty-seven. They receiva
further explanation that with freedom goes responsibility and courtesy; in a
society there are necessary restrictions. An analogy may be made with driving

a car, which one may freely do as long as speed limits, traffic lights, and road
courtesies are observed. When traffic signals are violated, perhaps nothing happens
the first time. Maybe the second time a ticket is received, but tragic results
might occur the third time by running down a pedestrian or hitting another car.
Students must understand that in most schools climbing on the roof and hitting the
teachers are not among the possible choices. Open campuses are advocated in flexi-
ble schools, but in some situations a closed campus may be better.

Students generally fall in four broad categories as regards functioning in this

type of program. The first year that it is attempted: (1) the majority of students
handle the entire program beautifully, (2) some handle it well but need an occa-
sional prodding, {3) several handle parts of it but need to be structured into some
classes for part of the day, (4) there are a few who generally need structuring all
day long; at this stage of their maturity thev are not able to handle much unsched-
uled time. By the end of two years in this program, most students fall into cate-
gory 1 or 2——about 98 per cent in a rural or suburban type school and about 60 per
cent in the inner city.

Students who fall in category 4 can usually be subdivided into two types: (1) those
who are fine citizens but who for one reason or another at present need a highly
structured program; (2) those who are poor citizens who abuse the opportunity of
freedom. Tor the former, assignment to a type of structured schedule developed

each morning by the student in conjunction with his teacher-counselor usually will
suffice, while the student gradually learns to make decisions. For the students

who abuse the oportunity of freedom, a tighter structure must be provided. These

128
Q

ERIC 133

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

students have usually lost communication with aduits and need to be helped back into
communication; the best way is by assignment to an adult they can relzte to. A
program is necessary to guide them to be able to accept responsibility. A planned
method¢ whereby one time they receive the "pep talk" from ar administrator, one time
a small group or individual discussion with a counselor or teacher, one time a
session in study skills taught by a teacher, and sometimes just supervision from

an aide will help most; sensitivity training has helped scme. Assigning individuals
to a teacher or aide often helps them most. -A few students may need resource aid
from school psychologists or other specialists and may spend the majority of their
time in a structured program. Jdentification of deviant behavior and review of
cases must become a part of the evaluation so that students who demonstrate a new
readiness to accept responsibility can be given unscheduled time again. Attendance
can be taken in an open school by carbonizing the schedules they prepare each day

so that all teachers get a copy. Structuring a student's schedule usually works
best if it is treated as a counseling rather than a discipline situation. .

There must be a follow-up evaluation after the treatment; individual conferences
with an adult who the student can relate to, along with tyuly personalized programs,
have proven to be among the best remedies. If students are in classes they select
because they have interest and ability in those subjects, and are with a teachexr
they can respect and communicate with, most of those who are possible to save will
eventually change, though it may take two or three years for some. Usually, these
students have problems in the affective and psychomotor domains which need to be
clarified before the cognitive can be improved.

A specific example out of many is selected here to illustrate this message. One
summer the math teachers in a school spent hours and hours going over new math
programs, new textbooks, and making decisions as to the type of innovative, exciting
math program needed for seventh and eighth graders. The staff chose several dif-
ferent programsS, realizing that no one program wWas suited for all the students.
School began, and the students undertook this wonderful math program, diligently
planned by teachers with availability of all new materials.

Report cards had not yet been abolished in that school; at the end of the first
nine weeks, in surveying the grades given to the students, a number had received
D's and F's in math. Realizing that it must be the student's fault because over
the summer the staff had just overhauled the math program SO that it would satisfy
all the students, the individuals receiving these grades were brought together in a
group and given an cld-fashioned lecture on ''get busy and do your work; it is your
fault that you are failing math."

The second nine weeks went along, and some of these students began to appear in

the office as discipline problems. At the end of the second nine-week period it
was the same story again. Generally the same students had received D's and F's.
They were again admonished by the administration. In the middle of the third nine-
week period, two of the boys in the traditional eighth grade were kicked out of
math class. They were told they could not return. They were finished: all other
kinds of threats were given, and then the math teacher marched them to the office.
They were again chewed out by the administration; the kids threatened to quit school
and said they could hardly wait until the end of the eighth grade when they could
legally quit in that state; they only had about three months to go. What was the
administrator to do? There was no value in spanking them nor especially in expel-
ling them, because they wanted to have that happen. The staff had planned this
wonderful math program, but the kids were still failing and having disciplinary
problems. The students had been worked with all yvear in terms of counseling; their



parents had been in for conferences; finally, in exasperation, the adult working
with them stated, "Don't you need any math?" The response of the kids openec a
whole new world; they said, “Yes, but not the kiad of math we are getting." The
administrator about fell out of his seat: the kids were willing to study math, but
not the school planned math; fortunately he decided to listen to them.

At that point e dicrussion ensued with the two boys about what type of math they
needed, and a p an was worked out whereby the students could spend the next six
weeks developing a horse farm or paper. They were at first resistant to this
because what did a horse farm have to do with math. When they were asked if the
farm would have a workout track, the reply was yes. They were asked what would be
the circumference and diameter of the track, how many board feet of lumber would be
reeded, what was the current price of lumber per board feet, and finally, how much
would this track cost? Next they were asked if it would have a corral. The answer
was again yes. ''How many square feat of lumber will you need, what is the price
per board foot, and what will the total cost be?'" They were asked if the farm would
have a bunk liouse, and again the answer was yes.

As the project finally emerged, these students were given six weeks fto complete a
mural of a horse farm. They had to go to the art teacher for help in terms of
painting the mural; they had to go tc the drafting teacher to learn how to scale

the drawing; and they had to go to the math teacher who had kicked them out of

class fer help in figuring the price of the project and all the other math needed,
such as circumference and square feet. During the six-week period these two boys
became excited about their project. The teachers, working as a team, began dis-
cussing what three teachers could do to help those who have problems; at the end

of the six weeks the boys had complcied & beautiful piece of work. There had been
team teaching and interrelated curricula through the cooperation of the art, drafting,
and math teachers. The boys then were asked what they wanted to do next because they
had completed their math requirements.

One of the conditions of this project had been that if they completed it, they would
be given a C in math and passed and would not have to complete the course in terms
of traditional math hours. Their answer was, "We want more math.'" When they were
confronted with, "I thought you did not like math!" they answered, 'We like math,

at least we like this kind of math." Other students in the school saw this project
going on and suddenly desired to do this type of work themselves.

What developed from this small start was that many students developed individual
math programs, many of whom were the traditional 90 I.Q. drop-out type of students.
Math became fun because it became meaningful to them. They went on to learn a great
deal of math and in the process inspired the teachers to develop a completely non--
graded, individualized, stimulating math program for the entire school.

One of the outgrowths of the project was to understand that when teachers listen to
kids and develop relevant programs based on their needs rather than requirements

and programs determined entirely by educators, their whole attitude toward learning
changes. These two boys went ahead and graduated from high school, probably some-
thing that would not have happened had they been required to sit in the traditional
group-pacaed program where year after year they fonllowed the conventional requirements
found in most junior and senior high schools.

A number of schools have tried to implement the ideas presented above, but they have
failed. Usually the error has been a lack of communication and understanding. Some
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schools have simply announced this policy in September, talked about it a short
time in an assembly, or sent out a few bulletins during homeroom, and then expected
teachers and pupils tc adjust overnight after years of a structured indcctrination.
A carefully placned explanation must be devised to insure success.

The first step is that of individual talks with key faculty members to be sure they
understand the philosophy. Then a large group presentation is inade to the whole
faculty as to why and how, followed by small group sessions with parts of the faculrty,
and individual conferences where necessary; various comminication efforts must be
utilizzd to insure that teachers comprehend student-scheduled time. For the students,
sessions with student leaders are a beginning. Then large group presemniations are
needed; there the "W's" are s-elled out: Why do you have student-scheduled time;
where may you go; and what do you do when you there? Some basic operational poli-
cies are established. The three "W's" are the single most important phase of the
planning. Students must understand them completely; Why do I have open time;

where may I go; and what do I do when I get there. Schools with complete optional
attendance and open campuses must work hard on the grvidelines the first year, but

the students will soon respond; they realize that these freedoms make it worth
accepting the responsibilities.

Following the large group, teachers should takz time to discuss the matter in small
group seminars. The few reasons for putting some students on structured time should
again be stressed. Then constant work in the early stages with individual students
is needed. These sessions should be of counseilng nature, not punitive. Students
must be helped to realize that the correction, even when critical, is not condemna-
ticn. By the second year, or at least by the end of it, the need for structured
programs should be overcome in most schools for the great majority of the students.

Further, faculty-student teams can be formed. These could be in the areas of cur-
riculum, new ideas, communication, and evaluation, for example. They should meet
often to discuss ways to improve the school programs. They help to get the student
body invelved in the mutual relationship that should exist in a school. The com-
munication group can explain the program to their peers. The evaluaiion team can
develop and administer student surveys to see where better understandings and im-
provements are needed. The idea people can suggest changes. The curriculum group
can relate the new concept to teachers and students in terms of classroom assign-
ments. These groups should definitely represent a true cross-section of the stu-
dent body. Involving students deeply is the key to a successful program; they
should be allowed to meet on school time. S

After all this, it is still possible that some parents may object. 1If they come
to complain saying that they do not want their children to have student-scheduled
time (do not call it "free time," or ''choice time' the first year), explain that
it is a joint enterprise and that the teachers are standing by to consult and to
guide. Ask them if Mom has a coffee break during the housework, and if Dad visits
the canteen truck at the plant or office. Explain that teachers have a chance to
make decisions about their use of time during part of the day, including the optinn
of eating a doughnut. Some students have a need for relaxing after a difficult
experience, or for a snack if they missed breakfsst, or for studying for a future
evaluation. Students should have opportunities to decide what is best for them at
a given time; food service should be available all day.

Note to the parents that on Saturdays and Sundays their children are often without
supervision and sometimes choose to have a snack. After all this, if parents still
object, acknowledge that Pete or Jane can be assigned to a structured schedule if



the parents really feel their children cannot be trusted yet to make wise decisions.
Encourage the parents to consider the child's sease of values; for example, given
an oprortunity to choose between a nickel and a paper dollar, the young ci:iild may
select the nickel because it has a place in his experience bank.'" He has held one
before, and he probably knows that it can be traded for a treat. Thus, given the
opportunity to be master of one's time, as a college freshman for example, he may
well make a series of disastrous decisions, for he has not had the opportunity tc
make decisions about uses of smaller increments of time in his previous learning
experiences. !Most schools are orgznized as if it is expected that the learmner is
suddenly and magicaily endowed, about the tims of commencement from high school,
with good judgment about using time. The learner must have concrete experiences

to be able to learnm.

I+ is true that some students will meke poor choices. Sometimes they will choose

a doughnut when a book would be a better selection. Adults do the same. If stu-
dents are ever to learn vo make judgments, they must have the chance, and what
better place than in the controlled environment of the schools. Boys and girls can
gradually be given, from first year to twelfth, increasing amounts of freedom, re-
sponsibility, and decision-mskirng situations.

Schools which have successfully implemented this philosophy havz parents who say,
"I do not understand it. I do noi send my child to school to sit on the grass and
eat doughnuts, but I like it; I have never seen Johnny so excited about school."
Objective evidence being gathered in schools across the nation is beginning to bear
out the subjective evaluations. The great majority of students and teachers who
have operated under the old system of rigidity and then under a successful program
of flexibility, given a choice, would never return to the conventional. One of

the truly evciting and meaningful innovations in schools today is the entire con-
cept of increased variability in scheduling and the dynamic philosophy of giving
boys and girls the opportunity for freedom and responsibility.

Part of this barrier and model we have been discussing calls for a solution to one
problem--those students who may not be completely ready at the present time to handle
most of their time as unscheduled. In other words, in addition to any structured
class time requested by the teacher, they may need an additional ten, twenty, or
thirty per cent or all of their time structured. The most difficult cases may need
some typw of 100 per cent structuring, but the student should not be left structured
indefinitely or without any help. The counselors should plan to work individually
with these students part of the time. A sympathetic teacher can help arrange a
program for students who are having difficulty. 1In schools where students choose
their own teacher-advisor, this person is often the one who can mcst help the
individual student.

The question cf structuring some students raises the entire spectrum of the cognri-
tive, affective, and psychomotor domains. It ie quite evident that many of the
protlem students today have basic needs in the area of the affective or psychomotor
domains, morethan the vognitive, at this moment in the individual's development.
Yet, schools cunstantly say Johnny is a tenth grader and must take tenth grade
English. Johuny has generally failed most previous work and has received D's and
F's in Englishk for nine years; he hates the subject and usually grows to dislike
the teacher. Still we force him into it. Some students are much better off in the
entire area of personal development, responsibility, decision making, and general
attitude toward school if they are taking perhaps two hours of art, *wo hours of
individualized reading, and an hour of physical education during the day, instead
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of one hour of history, one hour of English, and one hour each of math, science,

and physical education. The entire structure has to be revised for these boys

and girls. <f we really believe in personalizing programs, we Lry to plan a cur-
riculum which fits the child. Through self-directed, partially-directed, and
consultanit—directed courses, students are really able to pursue studies which

make the old cliches become truisms——a curriculum actually geared to needs, interests,
znd abilities of the individuals, not the entire tenth grade as a group.

Students should be allowed to window shop as part of this philosophy; there is no
need to force registration before school starts. They can indicate what they think
they are going to take to help schools plan staff, space, and materials. As school
starts, the students go to classes they thought they wanted. If they are satisfied,
they stay there; if not, they try others. After a time of window shopping, students
£i11 in class enrollment cards. This eliminates the need for drop-add problems.
Students can drop or add at any time after this but go through a small amount of
paper work so that the schoel has a record of the learning efforts of cach student.
This then helps diagnosis, prescription, and the identification of individual
objectives. There is no reason to ask a student to decide by the third week of
school his fate for an entire semester or year. T£ instruction is individualized,
students can start or stop classes when it seems to be appropriate. Control is
possible by requiring teacher, parent, and advisor signatures if this is felt
desirable.

We can do it, we must do it—-the time has come for educators to get off their

duffers and start treating kids with respect, faith, and trust--as individuals—-

and not lock them into rigid compartmentalized schools. There is no place in schools
for study halls, hall passes, required tenth grade English, and locked elementary
rooms.

THERE HAS BEEN A BASIC THEME RUNNING THROUGH THIS BOOK AND THAT IS THAT CHANGE IS
TASY; THERE ARE FOUR INGREDIiENTS: DISSATISFACTION, COMMITMENT, HARD WORK, AND

CREATIVITY. Principals ask, "Wh~' - do without study halls or rigid attendance
accountability?" The answer 7 . above four ingredients. Develop a recipe
for each school--if schools r¢ e we should not have kids lockad up, then
change the system. For those w. . a step~by-step method, . ,efully, another

book will provide it. In the meantime, the simple recipe for unscheduled options
is student responsibility-~the students have the 25 areas mentioned above, and
they can choose where they want to spend their time. Freedom, Responsibility, and
Courtesy are dramatic concepts which open the way for creating exciting humane
schools. The methods suggested in this chapter are still tooc restrictive for some
persons. The completely open school-within~a-school, which will be described
briefly in Chapter 23, goes far beyond these ideas in developing freedom—--but a
freedom still attached to responsibility and courtesy-




Chapter 13
Organizing and Staffing

Organizing and staffing for change unfortunately leads right back to that "easy
way out'" cliche sounding answer: each staff really must develop their own patterns.
There is no "one way"; there is no "best way"; there is no "model.'" Innovative
schools throughout the United States have tried literallv dozens of different
vehicles. Administrators, for example, have received numerous "titles" that sound
different and usually are a better approach, but in examining the innovative
schools, within a three year period these titles and job descriptions and assign-—
ments have normally changed six or seven times. Administrative or management
arrangements seem stable if compared with the plans and revisions, or plans and
revisions of the original plans when structuring staff teams. In additcion to
staffing., schools have completely revised physical arrangements as many as four-
teen times in a two year period.

In other words, all agree that the old superintendent, principal, teacher in a

room pattern is not a viable approach for the open school concept or for achieving
change in a school, regardless cf the type of learning opportunities finally adopted.
There is general agreement that there must be overstaffing (in ccmparison with the
present conventional arrangements) at the leadership level, though in a district
already loaded with "Supervisors," it could turn out to be understaffing, as those
persons are no longer needed in the same capacities. But iu an individual school,
the principal, assistant principal, staff syndrcme doesn't work, nor does the
concept of a superintendent and assistant superintendent in the central office.
There is a strong suspicion that one of these years some recommended patterns will
emerge. In the meantime, again depending upon the size of the district, the cur-
rent tenured people, the present facilities, the available budgets, the amount of
unionism, and all the other factors, individual districts must follow a type of
hunt and peck system untii a better approach is found in their particular situation.

Fortunately, however, there are some guidelines emerging. A number of books in the
bibliography relating to the process of change give excellent possibilities. In
this chapter, only examples of how some schools at the practical level of present
involvement solved their problems in temporary, ongoing, shifting arrangements are
described. We are learning that teaming is a better way to organize than a single
teacher in a room; that the box rocm facilities obstruct improvement; that staffing
like a hospital--doctors, nurses, specialists and technicians, nurse''s aides, and
can’ystripers-—makes sense in comparison to trying to pretend everyone has equal
training, experience, and competencies. We are learning that the administrative
Support Team concept is better than the old hierarchy of bosses; we are learning
that a school can be completely overhauled in three months, but it takes three years
to build in quality, and that high staff turnover percentages affect the quality.
We are learning that one model school is not enough; there must be public "free
schools® as well as public open concept schools, and there must be some with
balanced "requirements."

Thus the "‘change agents' in a given district must take some of the ideas in this
chapter, not quarreling over terminology or roles, for we all know these will change
and change again—-but using the notions as a base——and adding to them suggestions

of other authors, the complexities of the particular district, and the ideas of

the creative organizers in that district, znd then come up with a design which will
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temporarily satisfy in that particular sitvation until something better can be
evolved. The following paragraphs present first a general overview of the problems
related to organizing and staffing educational institutions; second, specific sug-
gestions are offered as to possible ways to start in a given scheool; finally. a
Plez is made for cooperative, imaginative partnerships to evolve as the search
continues for the mechanisms through which schools can change.

Unfortunately, for years in education, particularly in the way we have organized
schools, we have been going down the up elevator, or as the book and movie called

it, Up the Down Staircase. Most of the criticism contained therein was justified;

in fact, the author was even kind. We have continued to consider organization

from the least important to the most important; the nuts and bolts have had priority.

For example, schools in any educational organization should cousider the individual
first. The concept of individualism still provides validity for the development

of various types of groups; once we look at individuals, and see how those indi-
viduals might benefit from group experiences, we caa then develop an organization
to provide for individual needs in group situations. Again, we should look at each
individual child as a physician would a patient. What does this child need, what
are his abilities, and what are his interests? On that basis, then, every indi-
vidual student would have his or her own personalized program. From a practical
pogition, and from a desirable point of view, at various times the student would

be placed in groups for interaction with other students or to work with those who
happened to have a similar common need at the same time. Out of the arrangement

of individual and small group programs should grow an organization which would
allow such a philosophy to function. The organization should be the last thing to
be considered.

Until now, what have we done in most conventional schocls? We have organized
first; we have hired administrators, set up rigid schedules, anncunced dress and
digcipline poiicies, and determined group requirements. Prescription on a group
basis has never been appropriate for every child entering that particular school.
Even before we meet the individuals, because this organization cails for groups,
we hire teachers; then we argue whether to group students homogeneously or hetero-
geneously, but in either case, we give one teacher 25-35 students; finally, when
we have time, we think about individuals; usually these are the ones who cause
some kind of discipline problem and are disrupting the organization. Once t*

are taken care of, we look at a few honor society students, even tiu

societies should be eliminated. Usually we run out of time, so the ... . of Lue
students are never diagnosed as individuals.

State departments of education have been just as bad. They have their bosses;

they have positio, © for finance, administration, regulations, requirements. certi-
fication; these have been the most important departments. Under them have come
various sub~departments concerned with Indian affairs or audio-visual equipment,

or early childhood, or curriculum. Those people responsible for actually improving
learning in the classroom rank low on the totem pole. It is no wonder students

are rebelling. It is no wonder we are hearing about students' rights. Many edu-
cators are beginning to strongly agree that if the present schools continue to
exist, organized as they are, students should peacefully rebel, and rebel in a
hurry.

The staff should meet the student first and then prescribe, in conjunction with
the student or let him entirely select his own prescription~-the kind of program
best suited to the needs, interests, and abilities of that student. He should
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be placed in a group only when being part of a group seems to have some value for
each of the individuals. The school organization should be formalized only to
the extent that it makes it possible for individuals to work independently, and
for groups to organize easily. The process of determining the organization,
placing students in groups, and never having time for individuals, must cease.

A school developed around a personalized philosophy needs a structure which pro-
vides for a pool of individual students. The question then becomes, ''What are
the needs of each student in this pool in the areas of the cognitive, affective,
and psychomotor domains?'" The individual is the first priority; daily smorgas—
bord scheduling or non-scheduling becomes a necessity if a school is to operate
through the concept of individual students.

There are several methods by which to begin such a philosophy. One simple illus-
tration presented here merely as an example of a practical plan, would indicate
that on a flattened organizational line and staff chart, in order to pursue such
an individualized concept, the school should have a director or consultant for
on-going innovation--for future planning. In this arrangement this person is
responsible to see that there are personalized programs for each indi--idual, and
that students' rights and desires are taken into account. Cptional attendance

and self-selection of courses force such an effort. The "leader'" is assisted by

a Design Team. This Design Team consists of learning consultszats and students

:tho act on proposals submitted from varicus members in the school, either students
or teachers. In a large school, the consultant for on-going innovation and future
planning is assisted by an associate or associates for learni-g resources, indi-
viduals who have as a prime responsibility the im>rovement »f 4“nstrxuction in the
classroom. The teacher-—-consultants, working with the futw; = planning consultant,
and the associates for learning, are logcsely confederated into large learning
teams. The teams interrelate the curricula; there are no incividual departments
and unrelated curricula; interdisciplinary efforts supersece departmentalization.

Experience seems to indicate that at present one way tc beg.:n an interrelated
curricula is to organize the school around area centers: t ° math center, the

art center, the music center, and other. This allows for cevelopment of a strong
continuous program in each area. The way to start interrelating these centers 1is
to identify experiences that students and teachers see that it makes sense to work
cogether as a team. Examples of these are Theater Arts, whera zrt, drama, music,
and many others can work as a team; Business Systems where the former ma'h and
business areas work as a team; American Studies where English and sc .iLal studies
can combine; and such combinations as physics and industrial arts, and physical
education and outdoor education. Combinatioms are almost limitless. It seems
valuable, though, as a starting point in many schools, to house area centers in
relationship to past conventional combinations. Thus art can be in physical near-
ness to industrial arts, music, and drama. Schools moving in these directions

are finding success in interrelating curricular experiences for students and teachers.

Other more advanced suggestions are offered in great detail in the curriculum chap-
ter; the reason for thesc old examples is to stress that such concepts which have
been around for years—-the ideas of broader interrelated teams—-really adds great
potential to the schools.

Three of the major deficiencies i=n organizations of most state departments, school
districts, and schools are lack of planning, lack of research, and lack of neces-
sary leadership personnel. Practically none of the school districts provide money
for long-range planning and development, or for research and evaluation. Yet the
innovators are discovering that these are two key areas. The:'2 must be 2dditional
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leadership to accomplish research and planning, as well as persons responsible for
achieving other change goals. Schools use a number of different titles which can
be a tool for identifying these leadership persomnnel in schools. school districts,
and state departments: Planning and Development, Learning and Curriculum, Research
and Evaluation, External and Internal Affairs, Research and Development, Resources
and Technology, Learning and Imstruction, Structure and Planning, Learning and
Counseling, Information and Reporting, and Team Coordinators are a few of the
titles given leadership and/or Design Team members. Some are simpler such as
Future Planning, Research Systems, Dissemination Programs, Human Relations, Student
Services, Learning Resources, and Special Projects.

The important factor here is not the title they carry, or whether they are full or
part time; the recognition is the fact that their functions are crucial; unless
the educational organization has exciting, innovative, committed leadership giving
direction to areas of change, the attempt generally wili fail. These personnel
can usually be provided for, at least on a part time bhasis, within the current
budgets, by reallocating finances. The district, or school, or state which is
going to successfully change, overstaffs in the leadership area during the first
two years of change. On-going innovation demands constant committed leadership,
but after the first huge push, functions can sometimes later be combined during

a plateau pericd until the organization is ready for another tremendous push. In
a truly innovative setting, this overstaff is going to be & fairly constant, yet
flexible need.

1f any school is going to significantly change, it must rely heavily on the impact
of the leadership available. The innovative school leaders accept as a primary
responsibility the achievement of successful change. There seeme’to be a high
correlation between support of change by the principal of the scaool and innovative
teaching. For example, the innovative principal surrounds himself with a supportive
group of teacher exchange agents. They help determine the organizational plans.
Others who do not get involved as much in decision making, but who are equally
supportive, free-lance their influence by changing their classroom procedures and
discussing them over coffee. In the better schools, faculty advisory teams are
either becoming faculty decision making teams, or greatly influence the decisions
made by the '"Board of Directors." The good principals are turning over to others
much of the running of the school. Teacher participation in organizational decisions
is becoming one of the trademarks of an effective school. The Design Team and/or
the Faculty Advisory Team, the Student Council and/or Student Advisory Team, the
Director, and the Board of Directors, should all have designated decision making
areas. Generally, the Principal or Director or Resident Consultant should hold

veto power over most policy decisions, but these should be subject f~ override

and appeal.

The management of the school (management is probably a better term thay administr-
tion, as the former involves risk taking and the latter relates to nuts and bolts),
the "consultants for innovation' in the "going" schools, make very few decisions.
They lead iu the selection of personnel, in the allocation of resources, and in
asking hard questions. But most of ti:e decisions are made by the teachers or by
assistants hired and trained for that position. Certainly arranging for buses is
important; buses, unfortunately, still affect curriculum development and school
activities, and ultimately school morale. But the innovation leader should not
take time to arrange for buses. Some of these types of supportive decisions need
professional judgment, but many can be handled by para-professionals. The good
principal, or director, or dean operates as a resident consultant; in fact, some
are now adopting that title.
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There are a number of national recommendations for reorganization of the adminis-
rration. The NASS ™ model calls for the principal to spend 75 per cent of his

time as the instru._tional leadler; the assistant principal leaves the old role of
disciplinarian ard becomes an instructional leader too, with his next step t> that
of principal. Depending upon the size of the school, additional directors Ox
coordinators are hirec to handle the student activities, discipline, budget, and
other such areas.

But another school of thought is emerging which generally indicates that the prin-
cipal must be the manager of the Environmental Climate. In this role he is mnct
expected to spend 75 per cent of his time in instruction, but must be involved in
all aspects, because he must see that the environmental timate for change and
innovation is developed and mzintained in all areas. D¢ .ting 75 per cent to
instruction would mean that sSome parts could become static for lack of overall
leadership.

Fither concept cculd pursue the resident consultant notion--one seeing him as
primarily in instruction, while the other as z manipulator of the total climate.
In theory and in the desire of most ''change agents,"' the instructional leader
plan sounds most desirous. However, in practice, most change agent school admin-
istratrors have been the environmental specialists. They have had to have their
hands in every pie in the school in order to see that the innovative mix was
created and maintaincd, but associates carry out the details as part of decen-—
tralized authority.

The environmental concept, again depending upon the size of the school, could
possibly see an organizational arrangement as follows-~as again only one example

of many. The Resident Consultant would be the total environmental manipulator,
would serve as Director of the Planning Center, and would be involved in all con-
cerns more equally~-not 75 per cent in one area. He would be assisted by Directors
of the following key "Leadership Centers’ needed in an innovative school: Research,
Media, Programs, Learning, Administration, Person, and Dissemination. In a com-
plicated, or highly innovative, or very large program, in addition, the Resident
Consultant needs an administrative assistant to handle much of the detail. The
Consultant spends so much time in conversation that the day~by-day desk items need
atteniion from a lower salaried individual.

At first this appears to be a gigantic bureaucratic component. Howevc., .nnovacive
schools should be heavily involved in research; they need a highly trained librarian-
media specialist who would have assistants; they need someone ts handle student
activities, enrollment, food service, parent communication, and other such program
jobs. The learning director is the one who spends 75 per cent or more in instruc—
tion, teacher education, and learning experiences. The administrator takes care of
the budget, facilities, scheduling, ordering, and all other such needs, while the
disseminator is needed to handle the thousands of requests for information, visits,
panmphlets, and other outside input. The Environmental Specialist, as planning
director, then has the responsibility to see that all these areas blend into a
truly humane, creative climate. These eight, plus assistants, form a Support Team
for the other instructional teams. Four or five of the eight or more-—-planning,
program, learning, and administration--can serve as a decision making Board of
Directors to expedite the change process.

There are strong arguments for both of these approaches and for others, but to
accomplish either of these organizational philosophies obviously means that schools
must be staffed differently. No longer can a school operate with one principal, one
Q
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assistant principal, and 50 teachers. Some of the teachers must be 'prescriptive,
doctor/teachers.”" In other words, some teach=rs on the staff must have seven to
eight years of training, must be emploved on a 12-month basis, and must be able

to diagnose and prescribe the educational needs of boys and girls. They are the
fine teachers who can spend 24 hours a day on schoel problems.

A second category of teacher-consultants should be "purees.' They work nine
months a year and usually an 8-4 day. They might be excellent teachers, but
ones with families and not enough time to devote full energy to school. They
might be poorer teachers who need to work with more qualified persoms, or they
might be potentially good, but young and inexperienced teachers just out of
college.

In addition to the "doctor' and "nurse" type teachers, there is a need for '"nurse's
aides." These teacher aide para-professionals may serve instructional, clerical,
supervisory, or special roles. Fourth, there is a need for trained specialists

and technicians on the differentiated staff. Hospitals have blood, X-ray, and
other laboratories, under the direction of an M.D., but with assistants. Schools
need help in the areas of psychological, sociological, and physiological evalu-
ation. Finally, schools need "candystripers''--parents or other types of volunteers
from the community or older students in the school.

The present principal-assistant principal-teacher method of organization may be
satisfactory for the conventional school; it may enable the status quo to function.
But it is not the kind of staff needed to achieve change, nor to provide for on-
going innovationj; differentiated staffing is one of the possible answers tO new
leadership arrangements in schools.

The Design Team or Board of Directors, oOr Support Team--the leadership group Or
groups and subgroups discussed earlier--coordinate the efforts of a school with a
differentiated staff. This team or these teams, besides having people qualified
in the role assigned, such as rescarch, or resources, or curriculum, must also be
planned to provide for a true TEAM FOR INNOVATION. There is definitelv r -ed for
different types of personalities, and different roles f r ..use poi+ .iLies
There must be individuals who :. '™ wer . hods in change--the more dictatorial
or "do it" approach; there must be individuals who prefer the re-educative approach—-
~he let's sit down together and work out a plan that can allow the group to raach
a consensus. Some on the team must prefer the “"raticnale" approach to changizw
people~—doesn't it ceem that if we could do it this way, we could have a better
school?

The impact of chang= and innovation at the classroom level has been disappoirctirz;
in most of the so—called Znnovative schoels, there seems to be little differexnce:
in what is happenin: when the teacher and the learner get together. One of tae
real criterion for change is to jzmvestigate carefully what happens to Johnny in
his relationship with Mrs. Jones and with the learning which occu--s, regardles= of
tha method of scheduling which got him there.

Ac has been indiczied the dynamic leader in the exciting schools today surrc ds
himse’ f with some ty-= of Suprort Team. Besides their component voles, and T=wir
methodology, the tear needs perscnalities who operate with descrit.eable, thoz=sh
not a!ways conscicus or planned techniques. For example, the team might conz:ist
of thz following kinds of people.
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One type of person who is usuzlly desirable is a needler; he or she is constantly
fussing about the need for improvement in what the school is accomplishing; a
second perscn should be a dreamer, one who is comstantly thinking about ways the
school could be made better, assumiug the needler Is right; a third person should
be the developer, who sees his responsibilitv as that of implementing some of the
changes the needler and dreamer have planned; a fourth should be a searcher, who
attempts to analyze and evaluate whether the teacher—learner s:ituation is any dif-
ferent; a fifth is a percepter, a psychologist who knows learning theory and who
also can help solve personalicy disputes when blocks develop between individuals
over the issues of change and potential improvement; and finally a stabilizer, a
handholder, is needed~-a person whe can hold the organization together and who is
trusted by the more conservative element in the group to make sure that the organi-
zation will not go too far off in left field before the evaluator has a chance to
determine some of the impact of the change on the classroom.

Examples of the team use of the power, the re-cducative, and the rational kinds
of approaches to students and teachers in the organization can be illustrated:
the needler may speak more from the dictatorial point of view-~-that this is what
we are going to do because we must. The dreamer may operate more from the rationale
point of view~~in other words, he may say it appears to me that if we could just

do this, it -rould certainly seem that we could improve what we are doing. The
implementer may operate from re—educative techniques. He may sit down and discuss
individually and in small graqups.why thesa changes might be desirable, and how
they could benefit the students.

In additien to the management Support Team, most all the teacher-consultants in
the school should be organized into teams. But the teams should be different than
those we now have in most teaming schools. Instead of consisting of six self-
contained generalists, the team should consist of people with special talents.
Some of the team members should be potential actors; they are the ones who usually
are excellent at large group presentatioms, at appearing before the students, and
at prepa.ing mo? vational materials to arouse the interests of the students.
Others on the team may be primarily writers, people who are excellent contributors
to education, but rather than lecturing to students, might contribute most of
their time to writing materials for the teachers to use. A third type of consul-
tant on teams should be the organizers, those who can sit down and figure out how
they can move a student from here to here, or that group from there to there, with
a minimum amount of confusion and maximum efficiency. A fourth type of consultant
on the team ought to excel as discussion leaders. Some teachers are very poor at
large group but are excellent with small groups of children. Then we need helpers
on the teams; these are teacher aides~-para-professionals of various kinds--who
. assist the teachers; finally, we need the creators-—those who have new ideas, who
can sit down and say, 'Maybe we could do it this way." All should be fairly effec-
tive in one-to-one conferences with students.

In most present school organizations, we look for teachers who are generalists,

who handle discipline, and who know their coutent. But in the very near future,
probably three~fourths of the population will be working on products not yet in-
vented. What methods are really of value, what is it that learning teams should
organize to learn? What kind of support do learning temis demand? As one example
of the need to reorganize teams, look at the area of graphic arts; how many schools
have one or more visual artists employed on the staff--only a few throughout the
United States. If a school does not hire a professional visual artist, it certainly
should have a housewife =ype visual technician--a person who works at para-
professional wages for six to seven hours a day, who has amateur artist talents,
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and who can cooperate well with teachers. This person is available to make trans-—
parencies for use on the overhead projectors, filmstrips, slides, and other such
‘ievices. With this type of support, either on the team itself, or availabtle to
the team, depending upon the size of the school and the team, improvement of large
group presentations, open studio——and independent study occurs almost immediately.
But very few schools have this type of talent available to teachers, and because
many teachers lack talent in the arez of visual arts, unless there is someone to
make the visuals, or unless they can be purchased they just aren't used.

in the discussion of differentiated staffing, the need for staff assocliates was
mentioned. We need learning and problem specialists available for immediate
diagnostic assistance. This is especially true at the traditional pre-kindergarten
through third year levels. If a child finishes “"grade 3" with serious deficiencies,
he is usually lost as far as his future in the traditional school work; he is the
remedial reader, in the slow group, and often a discipline problem and pushout at
the high school level. Schools and school districts, or 2 confederation of school
districts, depending upon size, should have full time people concerned with learn—
ing, curricula, emotions, perceptual-motor problems, home environments, and
physicél conditions. Most schools have no access to immediate help from psycholo~
gists, sociologists, and physicians. 1If they must rely on overcrowded mental
hezlth clinics, the child is sometimes able to have an appointment in three to

six months for diagnosis only. Very little time for treatment is available, and
costs of private consultations become prohibitive the way we are organized now.

1f school districts have part or full time psychologists and sociologists, they
are usually few in number, and their load usually makes instant feedback to
teachers impossitle. Availability of nhysicians, in most CAaSESs, is through the
fa ly., and sometimes not possible at ail if financial or cooperative environments
ar 1. . present. School budgets must be re-allocated to provide immediate diag-
nostic assistance to teachers. The open type schools are hopefully reducing the
need for these services as they start new programs for young folks, but at the
mome:nt there is tremendous need for the availability of such resources.

. This immediate need for diagnostic assistance is easily tied tc the plea for a

Support Team, and for special field leadership. The instructional leader for cur—
ricula and learning must be freed for just that. He must be aided by leadership
in research, resources, and learning content and methodology. There must be
organizational leaders to see that the entire structure fits together. The tradi-
tional patterns of school staffing, organization, and leadership all need drastic
revision.

\
As just a brief example of what can be done to implement changes in teacher assign-
ments with the same budget and staff, here are three cf six or seven possible dif-
ferent types of elementary school team crganizations, considering at this time
only their primary content area assignment. These are not "way out' 1980 designs,
but easy to accomplish 1960 patterns, included here to illustrate the simplicity
of making rapid organizational changes.

One arrangement could be called the specialists team; in this plan. each teacher
is responsible for only one subject field, but usually will teach it on more than
one "grade" level; this is not departmentalization, but is teaming as long as the
teachers of the various subjects meet often to talk first about boys and girls,
second about the learning experiences needed by these boys and girls, and finally,
the organization which will best provide the needed experience and environments.

As each teacher knows each student, 1t is quite easy ana quite effective for the
teachers to plan a personalized and individualized approach to education; each
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professional is able to contribute personal insight as to the developmental needs
of the student, and thus provides opportunities for group diagnosis and prescrip-
tion. Teachers working in this system get to know large numbers of students
Letter than they ever Knew their own small group of students.

An offshoot of this specialist arrangement is the semi-specialist team. This is
effective in small schools where complete specialization may not be possible or
desirable. In this arrangement, each teacher might work in the areas of language
and math, then specialize in a third area such as science, social studies, or art.

A further arrangement is the non-specialization team. Here each teacher assunes
leadership or "head' teacher responsibilities in one subject area, but then teaches
in all the areas. Though at first this plan seems desirable, on closer examination,
it means that all t-eachers must continue to teach twelve separate areas. Industrial
arts, physical education, home economics, science, art, and music are finally being
accepted in the elementary school as on a par with all the former magic areas.

Most of these subjects cannoct be taught effectively by presently trained classroom
teachers; further we are finally admitting not everyone in the elementary school

is a good reading teacher. By allowing elemertary students tc select their own
study areas and tesachers, schools are immediately forced into a new type of
structure. ’

As we explore elementary school organizations, it becomes quite apparent that there
are seven or eight arrangements which are as good as, and in most cases better,
than the old self-contained zooms. It is essential that we continue to search for
hetter learning environments than the 120 year old Quincy Box.

As the faculty studies mew approaches to learning, certainly the guidance and
counseling plrograms are going to be forced to change. We can no longer tolerate
guidance counselors who are really no more than glorified clerks, whose main jobs
are to see that students have enough credits to graduate, to help make college
applications, and to figure G.P.A."'s and class rank, or assist with discipline.
Instead of counseling offices, we need a Perscn Center, where individuals are more
important than regulations; we need facilities with large open room areas furnished
with carpeting, soft furniture, and soft musicj; here the adults work in an open
environment, and are available to interact with students when the students feel a
need to talk to an adult whoe serves in the role of a counselor. Further, Person
Center individuals should be part of the teaching teams. We want them to sit in on
" team planning and discuss the problems that teachers are having with individual
students. We want them to work as part of an instructional team so they will
occasionally present large group, small group, and independent study materials
related to counseling and guidance. We want them to work in the student center
where they can talk informally with students over a doughnut and a cup of coffee.
We want them to be known by students as human beings, and not as scmebody seen only
when there ie a problem. We want the counselors involved as diagnosticians and
prescribers. We want them to suggest those who need more structure, and help to
develop a structured program for the students needing such a plan. Teachers should
serve as advisors, selected personally by each student. The school "counselors”
should be ombudsmen-~wandering the halls visiting with students and advisors. The
day of the counselor in an office is gone. The emphasis is on the person and human
relations.

Right now it is almost impossible for the majority of students in a traditional
school to see the counselor. Elementary schools seldom have them. In high schools,
the student must go to the secretary first, because the counselor is locked in a
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cubby hole behind a closed door. Usually the student has to make an appointment
with the secretary and wait for a considerzble period of time before he or she
can get to the counselor; then when a conference is arranged, it is behind a
closed door where the counselor sits behind a desk, as a voice of authority,
rather than in an atmosphere which lends itself to a friendly open kind of dis-
cussion. What we should do in most schools is tear down all the walls around
the pre=ent counselor cubby hcles and develop an open environment conducive to
interaction between students and adults. Private conference areas are still
available off the open Person Center if really needed. This certainly involves
the counselors in a more human relations approach tcward the curriculum than that
now existing in most schools, where counselors are concerned about requirements
of the school as their first effort, and then toward trying to fit students into
slots in group~paced courses, depending upon whether they are smart enough to bpe
in track one, or whether unfortunately, they are problem learners and therefore
are in slot three, and must be dumped into art and industrial kinds of courses,
as if they were not academic.

Some states do not think art, music, home economics, business, and industrial arts
are important. They do not reiuire them for a diploma and give only limited credit
for some of the courses offered in those areas. This is typical of the kinds of
archaic thinking which goes on in many levels of the state departments and generally
by most educational administrators. Courses cshould not be required in high school,
but if they are, why are English, social studies, math, science, and physical
education important and the others not? Secondary educators are stilli guilty of
perpetuating grievous sins caused by the almost unbelievably obsolete college
admission practices and the national testing services. Heavy reliance on ACT and
SAT scores have caused the school program to follow a pattern suited to practically
no one, especially to non~college stuaeats who zre nevertheless dumped into required
social studies.

Look at the American Ccllege Testing program. They measure only English, social
studies, mathematics, and the natural sciences. Why not art, or child growth and
development, or industrial education? One of their 1969 sample questions asks:
"When Western Europe was cut off from some of its Middle Eastern oil by the Suez
crisis in 1956, most of the petroleum deficit was made up by the United States and
F. Canada, G. Eastern Europe, H. Indonesia, J. Venezuela." The plain blunt response
should be, "#ho the heck cares? Punch a computer button or lock in a book." Why
should students of all walks of interests and abilities stuff such irrelevant
nonsense into their memory banks? Greater reliance must be based on school de-
cisions made through individual concern for each student as determined cooperatively
by the student, the teacher, and the advisor.

This process of having each student select his own teacher—-advisor-counselor—adult
as an initial contact person, and then having these teacher-counselors interact
with the trained guidance specialists, sociologists, and psychologists has proven
to be of tremendous value; each advisor can have 12~15 students to communicate
with in a warm adult-student relationship in a friendly setting.

Related to counseling, schools must consider the use of some types of sensitivity
training for both students and faculty. If we are going tc work as teams, and if
we are going to work at personalizing education, some teachers and students may
benefit from a type of group interaction. It is sometimes difficult but we must
reach a point of internal comfortif we are to work with others in small groups.
Team relationships, self-discipline, and seeing one's own image in group situations
become important as the new school organizatious are developed; however, there are
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many different ways for indivicuals and groups on a staff to be involved in learn-
ing about themselves and others; the current common sensitivity groupings are not
necessarily the best way.

In organizing to make some of the changes suggested thus far, schools must set
pricrities. The first priority is to develop, as we have said before, dissatis-
factions and commitments which say these changes are necessary. Then the staff
must determine what are the immediate revisions which must be made in their parti-
cular school. For exanple, some may feel at the present time that their three
greatest needs are to develop new resource centers, to eliminate group-paced in-
struction, and to start a number of brush fire projects—-pilot type attempts where
kindlings throughout the district may hopefully reach a bonfire stage in the near
future.

In most of the school districts we have had a philosophy of we would like to, we
Lnow we should improve the schools . . . but . . . . Then we go ahead and list
a1l the reasons why we can't. No money , -colleges won't trair teachers, lack of
in-service preparation, no time, state department won't let us, the board won't
buy the idea, and, and, and. What we must do now, is to try a philosophy which
says, we MUST make these changes; therefore, what are the priorities, and what
arec the steps that we can immediately take to implement the priorities and thas
improve the schools. Superi: endents already claim that they are doing this, but
most really are not. They ara orly working to improve the status gquo—~to add a
classroom Or a insic room, to buy new textbooks, to build a new high school, to
hire better tzachers, or to revise the 10th grade FEnglish program.' Though these
efforts are usually useful and needed, thev do not go far enoughj; they are not
real change; they only improve the old model; the forward looking schools in
America are not just refining the old--thev are developing new ones.

How many agree that the types of organizational changes suggasted in this book--—
changes in staff, in leadership, in curriculum decision making, and all the others
proposzd in other chapters, are really important? How many agree that they are
essential? How many are even willing to consider the possibility of some of these
notions being implemented in their schools? What chance, nationally, do we have
to win the battle to revise the public educational system?

As had been indicated in earlier chapters, at the present time about 30 per cent

of the educators, parents, students, and interested laymen are in the involved
stage. They are the ones who are now eitner deeply committed to change or who are
at least supportive, even if just involved in fringe effort. Some may be latecomers
to innovation, but at least they are trying a minor kind of pilot study. Even
thcugh probably only 10 per cent of the population are deeply committed or deeply
involved in change, there are about 30 per cent of the population who can see a
need for a new kind of school; they are willing to actively develop new programs

if the nucleus will lead.

There are aboutr 40 per cent who are still sitting on the fence watching. Tney are
not necessarily against change, but they are not for it either. They are sitting

back to wait until it can be proven, one way OT another, which way is the right
direction.

About 30 per cent of the people in the country today, educators and laymen alike

are resisting change. They are convinced that what we are doing in schools in

terms of new organizational patterns and all the other revisions that are taking

place are absolutely wrong, and they are doing what they can to prevent these new
Gideas from being developed.
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Is this 30-40-30 position a bleak outlook? No, because five to ten years ago
probably only ten per ceiit were involved at all in any shape or form. About twenty-
five per cent were on the fence watching; they were willing to take a look at what
might be happening to schools. Another sixty-five per cent were resisting. As
little as five years ago, those willing to consider change were still a minority.

At least we are now in a position where a majority are willing to talk about and
listen to presentations about new ideas in education.

Unfortunately, two negative items still exist. One is that most so-called innova-
tive schools are still really in the talking stage, or have only made surface attempts
at change. Another problem is that school districts and schools think they mustc have
a majority to change. This is not true. Start with the 30 per cent who are ready,
and let the fence-sitters be won over slowly by example and observation.

What about the future? In another five or ten years probably about 70 per cent of
the educators and lay people will be involved in some kind of educational change.
They will at least be trying a few things. The 30 per cent now involved in exten-
sive change will truly have individualized, open concept, continuous progress, self-
paced kinds of programs. They will be at the forefront of the schools we are trying
to create now. The 40 per cent fence-sitters will have moved into innovation circles
by then; they will still be at the fumbling stage, the one so many are groping with
now. About 15 per cent will continue to sit on the fence watching, and another 15
per cent will still be resisting; but there will be & definite acceptance throughout
the country toward involvement with the ideas and people which may produce the
schools of the future.

More and more we are realizing that in the first years of change, the "dictatorial"
method works better than the group involvement one. How can the teacher vote
whether to adopt a change if she has never experienced a situation where the pro-
posed revision has been practiced. Many of the innovative schools never really

get the amount of change going that they could because they seek group consensus
involving persons who know nothing about the topic, other than what they have

read, heard, or visited. It is usually best to "plunge'" into the change and work
hard to eliminate the bugs week by week, rather than to “academically" study it

and vote it down or wait three to five years. Group involvement and decision
making is better aftef the teachers and students have experienced the change; thus
they eventually control its development, but the initial decision to adopt the re-
vision is made in a dictatorial manner by the director of innovations, after consul-
tation with the supportive leadership groups--particularly the key students and
staff.

A major factor in organization for selecting and implementing innovative changes,
and one that too many schools overlook, is that teachers need time to dream. This
tias always been a deficiency in schools; teachers have not had an opportunity to
dream. They are with the students all day long. As indicated, with flexible sched-
uling and team teaching, 25 per cent of the staff can be released at any one time.
This gives the teachers time to take Thursdays off to dream, to prepare materials,
and to make decisions. This is another reason why a new organization in the schools
is so essential; we need a structure which will allow accomplishment of things never
before possible in the educational system. Teachers at many innovative schools are
urged, forced, comnvinced to take several days away from school to think, plan, rest,
work, and change the pace. Besides scheduling and teaning, the use of para-
professionals has been a boom to the concept of dreaming, as well as providing a
better adult-student ratic, one of the basics in a humane school.
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However, tie increasing use of para-professional personnel in the public schoels
makes pzcessary the formation of guidelines and policies that can be used by ad-
ministrators and boards of education. State departments of public instruction in
cooperation with teacher and administrator organizations must formulate guidelines
to shape future direction for school staffing. The pioneers in teacher aide pro-
jects have developed suggestions which districts can follow when planning for para-
professionals. There should be no ueed to impose rigid state certification laws

if districts adhere to the spirir and intent of para-professional employment.

The primary concern of the various groups of educators, as policies are established,
is to be certain that the activities of para-professional personnel are under the
direct supervision of professional teachers. When certified teachers assign the
tasks, there is no question as to whether the aide is usurping the job of a profes-
sional. The aide does those things she is competent to perform, as determined by
the teacher staff.

School disiricts which have experienced difficulty with the use of auxiliary per-—
sonnel have often failed to insure a continuous effort by teachers to cooperatively
plan the activities of aides. The teachers and the aides must arrange time during
the school day for face-to-face contact so that details about the program for
children can be intelligently and carefully outlined.

In t_am teaching situations, the aide must become an active participant in many of
the planning sessions so that assigned tasks for the aide grow out of a discussion
of priorities necessary for the improved utilization of the professional teacher's
time. The basic distinquishing feature between professionals and para-professionals
is that the certified teachers are the ones who should have the clinical training,
and thus the responsibility for individual diagnosis and prescription for the
children. The aide should be viewed as an additional resource to better accomplish
the instructional task or learning experience.

State departments must be careful that established policies regarding the use of
para-professional personnel do not bog down in a series of regulations that estab-
1ish certification based on college credits or other criteria that cannot be met
in rural areas. A requirement that an aide have a certain arbitrary number of
college credits does not insure that a given individual will perform well. A per-
sonal interview by the administrators and teachers planning to work with the ~ide
would be more important. The individual should be hired on the basis of need—-

to strengthen the abilities of the teaching staff. Some community colleges have
now embarked upon a program for training para-professionals; colleges, both two
and four year, are considering the granting of Associate Arts degrees in education.

There is no intention in the employment of para-professionals to put teachers out

of a job. With the need for quality teachers (the quantity currently has little
bearing on the quality of many beginning and tenured teachers) and for those highly
trained in special areas, schools are faced with the necessity of arranging staffing
patterns similar to those of a hospital. -Some teachers will become doctors and

some nurses, and para-professionals will play the role of nurses' aides. Further,
experimental teams of five teachers and six aides for 175 students have given indi-
cations of being a better staffing pattern than seven teachers and no aides. With
an adult ratio of a maximum of 1-10 needed in the primary program, aides become
essential in most budget allocations.

Never shouid the employment of aides reduce the amount of meney spent for the in-
structional staff. 1If a district has been hiring on a basis of 1-25 at a cost of
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X dollars, and then that district decides to employ on a 1-40 professional ratio

in order to hire aides, the same amount of money should be spent for instructional
salaries as if the district weve still hiring on a 1-25 basis. This type of stand-
ard would actually iacrease the adult—-student ratio in many schools for the same
expenditure of money, since approximately three aides can be hired for the salary
of one professional teacher. A realistic regulation prohibiting a district from
reducing its instructional budget as a result of the utilization of aides, and an
understanding that aides be used to supplement professional teachers, could well
avert potential abuse by school districts who are financially disadvantaged and
insure a continuation of quality education for the students.

While it is most desirable that state departments refrain from rigid certification
regulations, suggested utilization criteria should be established. Pay scales
usually are differentiated according tc background zud experience; for example,
instructional aides may receive higher salaries than supervisory aides. All aides
must understand that often part of their dutf :s will be helping with "little"
things such as tying shoes, cleaning pain®” bruz:es, and stapling worksheefs. A
description of para-professionals using ti:e foIlowing categories seens workable

as r-rt of the guidelines fcr hiring:

Inst. uctional Aide--T :is person preferably shcuid have some college or special
trai ing, though not :andatory. ©Districts could well set up their cwn qualifica-
tions in this area; larger districts where a ¢ pply of college trainad people
exists could establish higher requirements; =z suideline of two years of college
or uvniversity training might be minimum for the instructional aide in many com-
munities, though the individual is more important to consider than number of
college credits.

The instructional aide can be a person who works with small groups <f children
needing additional or special help with a given skill. A well trained aide in
subjects such as music, art, or foreign language could be used to supplement

areas where the professional staff is deficient. If a school finds an excellent
candidate, but one who has no college, that person siiould be hired; the quality

of the person is the key, not the college courses; other things being equal, some
college is preferable, but may be impossible in rural areas. Ability to work with
kids and knowledge of the subject are much more important.

Clerical Aide--This type of para-professional need only have the skills necessary
to type, record, and maintain all types of school records. Persons with business
and secretarial training or experience are usually available. They should type
and mimeograph for teachers and can correct objective evaluations.

Supervisory Aide-—A love for children and ability to communicate this love is of
utmost importance. A supervisory aide under the direction of the professional
teacher can supervise playgrounds, cafeterias, resource centers, rest periods, and
study areas, thereby freeing the teacher for instructional tasks. A housewife with
no particular training other than experiencze in handling children can be used to
fill this role. She can function as part of the teacher-to~talk-to program, whereby
each child can select an adult to know well. The supervisory aide usuzlly has the
responsibility of more of the "little" items mentioned above.

Special Aide—-Automation and technology will demand the use of help in the operation

of all types of audio visual equipment if the teacher is to effectively utilize

time for instruction and individualized work with students. Research which shows

that retention increases with the use of devices enabling the student to see as well
Q
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as to hear continues to emphasize the importance of a multi-media approach to
instruction. Preparation of visual materials for the teacher to use is a necessary
facet of a sound media program. Persons with an interest in mechanical devices,
and those with an ability in art would be of tremendous value as special aides.

Of course, combinations of the four types of aides can be secured, depending upon
need and size of the district. In any case, if aides are hired by local school
boards on the basis of empirical evidence of competence based on the needs of the
educational program, rather than on the basis of arbitrarily imposed requirements,
a dynamic program of staff utilization can be built by the cooperative efforts of
administrators, teachers, and aides.

In determining how to make decisions as to the kind of organi::tior to develop,
regardless of what the related topic may be (staffing or other', scme tyre of
decisic: making process is essential in each schocl. This showld ¢ : spa..led out
with, b7, and for the staff and students. Some of the ingredizots «whici —~iight be
considered for inclusion in a decision process may seemingly be -coTradicIory
statements, but an eclectic system usually works best.

Generally, the organization cf a school should follow a democratic decem:raiized
approach. Those affected by the decision should be involved in developiz:z that
decision. The line and staff idea ought to be flattened as muct. =z possZhle;
decisions should be made as close to the level of the decision as actizal.
However, in the first years of change, a somewhat dictatorial dome racy must
exist; further, as long as ongoing change is to be the policy, stma2 ''dictatorial
decisions will always be necessary. Hopefully, the majority of decisions should
be reached through a program of information. First, we need tc explain the
process as to how we plan to make decisions, then explain various states of
transition, and finally, explain why a type of dictatorial approach is necessary
in certain stages of change.

Many decisions are made by the student himself or by the student in consultation
with a teacher. Additional decisions are made by teachers or by teaching teams.
When a decision affects a broader number, the decisiomn can be recommended by the
Student Advisory Council, the Faculty Advisory Council, or the Parent Advisory
Council. These three councils can recommend directly to the administration; how-
ever, if the topjc affects all three groups, the recommendation should first be
approached through the Joint Advisory Council. The proposals can then come to a
Board of Directors, perhaps composed of several non-teaching personnel, who
recommend the final decision. The advisory councils have less need to function
where trust is placed in the Board of Directors; this is a highly desirable
relationship and saves hours of time.

The decentralization philosophy involves final administrative decisions made by
the Board of Directors; in addition, the planning director, the program director,
the person director, the administrative director. and the research director can
make final decisions in their areas of responsibility, though usuzally they do so
after consultation with other staff.

In the total structure of the hierarchy, the principal still technically makes the
final decision and can override recommendations. However, hopefully almost all
the decisions reached are from a consensus of the various advisory councils
(Student, Faculty, Parent, .oint, Administrative) and, therefnie., are actually
made by the group involved, and not by the director. Only in zere cases will
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there be a veto; if the involved individuals or groups cannot reach a consensus,
then the principal, consulting with the Board of Directors, can mzke the final
decision.

In the transition stage, all of the above mechanisms operate, but not all groups
of individuals are as yet as heavily involved in the decision process as they
could, should cr eventually might be for two reasons: (a) they are still learning
how to make decisions and to accept responsibility for those decisions, ) the
director purposely holds on to some "power" for the time being, to make .ecisions
to help speed the school over the troubled spots while attempting rapid change.

In history we have examples of where the benevolent dictator concept ha~ been the
best method for a given country at a given moment in time. This does -~ - mean

the director should see himself as a benevolent dictator, but there are t .mes when
speedy, decisive, individual action prevents further difficulty and/or sc .ves the
immediate pending crisis. Then, too, there are times when an individual as well
as the group must accept the responsibility of a decision.

There is a need for a "dictatorship" in the early months of innovation, and change
in curren- educational institutions. It has been found in educational studies thal
much of the 50-year time lag in adopting change has been due to the inability *to
convince the majority to try a new idea. Yet in almost every case the vote was
taken out of ignorance. Example: do you want to operate this year witbzat bells?
The vote the first year is usually 80 per cent 'no," 20 per cent "yes.' Br: how
does the staff make an intelligent decision without any experience with that realm?
After a year of experience with the program, the vote is usual’y 80 per cent ''yes,"
20 per cent '"no," assuming that the proposal was originallv a good one. Thus the
director often needs to operate as a 'dictator" the first year--''we will turn off
the bells, we will not give ABC grades, we will have optional attendance, we will
individualize instruction."

The staff is asked to try these concepts; if they do not work, or need modification,
the staff is then consulted. Gradually, as an experience bank is established,

more and more of the decisions becowmz those of the faculty. The director makes

most decisions at first; then the administration is decentralized. Scon new policies
and modifications are recommer.ded by the faculty; they begin in advisory groups to
formulate policy, programs, and decisions in all phases of the school. The eventual
plan should lead to the director ultimately becomirg a "resident consultant," with
most all of the decisions in the hands of individual associate directors, iaculty,
teams, student groups, and Cross combinations of these various individuals znd
groups. However, if the school is to remain a viable on-going change school, ele-
ments of the "dictatorship" will always be found in any forward looking, innovative
school. Change cannot stop after two or three years of a big push; it can tempo-—
rarily slow down after a ''catchup' period, but must be continuous.

Rapid, dramatic change needs a dictatorial approach in the early stages, but to en-
sure on~going innovations, the decision making authority ultimately must be involved
with democratic procedures. The decision making process becomes a key facet in the
ultimate acceptance of change.

But unfortunately the whole matter of decision making anc the organization of schools
—-—whether we are talking reorganization and combining of several districts, or organi-
zation of only one district, or organization of a school, or organization of the
curticulum within that school--will not be successful in any community or state

unlesss four elements begin to work together better than they have in the past. As

one of the four elements, the universities must become more involved with innovation.
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They must help to prepare future teachers and administrators for the kinds of
schools which we need now, and for the coming 70's and 80's. The universities
have been a bed of conser.atism. They are the best example of poor teaching. It
is time the universities become powder kegs for change.

The state departments are a second element that must change. They must assumeé
leadership and a philecsophy that says we must encourage schools to innovate and
develop exemplary rrograms to help boys and girls. The focus of the state depart-
ments must be ru the classroom, not On certification, finance, and odministrative
trivia.

The rublic schools, who obviously must j>in in a partnership with the universities
and state departments, are the third element in the picture. The schools cannot
change without help from the universities and state departments. By the same
token, the universities and state departments cannot change unless the schools

are in tune with what professors and state departments are advocating as necessary
improvements.

The fourth element is the political arena, the legislators and the school boards.
No matter what we as educators may desire to do, unless the school boards and the
legislators can see the desirability of the change, and give the support we need,
change will not occur in the given state. Most states have not had the support

of the legislators and school boards in terms of organizing fo~ change in educa—
tion. It is time that we develop new approaches toward working with the political
leaders in the communities.

Schools must organize for change. This chapter is not theocretical; we must make
practical application of new methods. But mo matter what area of change is of
concern at a particular moment, there must be a planned organization in the school
to carry out the proposed adoption. As we work in i{ndividual school situations,
we must remember that unless the universities, the state departments, the schools,
and the school boards and legislatures work aclosely together, all the theory of
organizing for change probably will be of little value; but with cooperative
spirit, new organizations in the schools can truly achieve exemplary programs for
the boys and girls in the classrooms now and in the future.
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Chap ‘or 14

Developing Meaningful Curricula

T.e most meaningful curricula usually is that which is developed »y the s<tudcnt
It generally reflects those areas of interest and/or need at a g7 ’en moment in
time and is more nearly in line with student abilities, or percepition of abilitic
than those prescribed by an instructor.

Students should Le able to take most any course they can dream up if three cite ia
are met: (1) the student is sincerely motivated to learn the material; (2) there
are materials, equipment, trips, or other resources available; and (3) there is

a staff member and/or an adult in the community to act as a guide, consultant,

ard evaluator.

As was pointed out in the chapter on individualizing curricula, level four, or

the basically student determined program of objectives and media, is part of the
long range goal of cuiricular experiences for youth. However, some students
presently are not at that level and need guidance in selecting and beginning
learning opportunities. Further, for these latter individuals there should be z
pharmacy of known resources immediately available for them at the time the inter~st
or at the time motivation develcps.

There are many excellent materials now appearing on the market. Individualized
print and non~-print materials are becoming increasingly available for the consumer
in greater options than ever before. There is no redson for teachers or students
to spend hours writing and searching for information on programs already developed.
Most of the new materials of the 60's were still all group—paced, but fortunately °

" as we have moved toward and into the 70's, more and more companies began to pro- .
duce and are now publishing items for individualized learning. The majority of
the objectives and media in these programs are still writer and publisher develoned,
but most can be modified for personalized student use or for smali groups with

specific purposes; they do provide a starting point for many students and teachers.

The more a school chooses to look at curricula as an individual rather than a group
matter, and the more students are involved in selecting and/or developing learning
opportunities, the more a school must arrange for individually paced materials.

It will be several years before commercial companies begin to provide for the
majority of the needs of a self-selecting school; they may never be able to com-
pletely keep up, as it takes them too long to produce materials; further they cannot
yet anticipate all the interests which develop within individuals at different age
levels and abilities, or all the new discoveries which are continually being
announced. But schools cannot wait for 1975 for the publishing companies to offer
more help; thus staffs must create methods of developing immediate curricula with
and for students.

In the future, instant retrieval systems and all other kinds of automated techno-
logical developments will ease the resource lag. For the moment students and teachers
have had to learn to write their own programs. They have been time consuming and

not always of the best quality, but the method has provided a stop gap vehicle.

In the conventional schools of the past and present, many children have reacteid or
do react passively to learning because teachers are so concerned about conten- that
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they often forget to develop innovative attitudes in students. Rather than memo-
rizing content, tae learner should become an explorer. If some of the best learn-
ing occurs when teaching, then the current efforts to write materials have been and
still are worthwhile efforts where it fits a specific purpose.

Innovative teachers and school districts during the 60's attempted to use contracts,
capsules, minipacs, learning activities packages, unipacs, and a dozen other similar
plans. The UNIPAZ, ", gelf-contained kit designed to teach a concept, structured
for the individual, for independent use in a continuous progress school program" is

a good example of the effort. This plan essentially entailed the inclusion of a
major idea and component ideas, learning objectives clearly stated in behavioral
terms, a pretest, diagnosis and prescription, alternatives, diversified methodology
and content, basic—depth-and-quest units, student self-evaluation methods, and post-
tests. It has advantages in that it can be written by the student, by the teacher,
or by a combination of several students and teachers. The Individually Prescribed
Instruction program is another example of the types of materials being developed

by projects-~the cycle including field testing and sale to a commercial company
before being easily available to teachers from publishing houses.

None of these kinds of efforts have been the answer. IPT has been too structured;
some of the UNIPACS were too unstructured. All the teacher and student made packets
and capsules run the risk of lack of quality--though some are excellent. No one
curricula approach should be used across the board, especially in group required
courses. But where any of the efforts fit a particular student, a particular
teacher or team and a particular subject approach, they have been extremely useful
in aiding schools to individualize and self~pace. They are still of value today

and hopefully are providing exploratory models which will eventually lead to a
whole new curricula concept in the 70's. They have been and are forcing a new look
at learning philosophies and psychologies, and are aiding developments in the areas
cf logical thinking, discovery, inquiry, intelligence, and early childhood education
~—all much needed improvements in education.

While teachers and students are writing homemade materials, a look must be taken
at all the curricular projects which were developed in the 60's and which are now
being refined or extended into the 70's. Each year additional new materials are
being marketed. TFor example, the past ten years have seen the development of ITA
reading and language programs, BSCS Biology, AAAS Science, Harvard Physics, PSSC
Physics, movement education, Random House readers, SRA learning kits, Nebraska
English, IPI, Illinois math, Greater Cleveland curricular projects, SMSG math,
Georgia Anthropology Project, ALM foreign language piograms, environmental and
sex education curricula, Psychotecknics, American Industry Project, ''guaranteed
performance" companies, IMS math, humanities studies., minority studies, urban
studies, and, and, and. We could list several hundred "new' curricular programs
over the past ten years, either developed by universities, federal grants, commer-
cial companies, or small groups of individuals. Srcial studies alone has over
fifty such efforts. No attempt here is made to iist all of them or to recommend
any of them.

The point is that there has been a tremendous impact on the curricula through the
introduction of teacher written packets, national projects, and commercial companies.
Unfortunately many districts have ignored much of this movement except in math and
basal reader programs. But the better districts have plunged into the investiga-
tion of curricula with a refreshing zesto. During the 70's there probably will be

a fantastic deluge of new materials and curricular ideas on the market. The
Westinghouse Learning Corporation has just published a $90.00 Learning Directory
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to help aducators assemble all the present choices. This type of resource plus
the ERIC summaries will prowide further stimulus to curricular revision.

All of these efforts should prove to bz a real bonus to education. However, if
we are not careful, we could be overwhelmed and confused ty trying to select the
appropriate pbarmacy for each school and for each individual. Great effort should
continue toward student developed curricula, but as that concept is growing,
immediate rescurce materials are needed; therefore, educators must assess the
current ard future offerings. To do this effectively, there should be in each
district some kind of "model" to follow as a process for reaching a decision about
all the new curricular items being developed. No longer should the curriculum
decision making process primarily be a review of basic texts by major publishing
companies, summer curriculum grade level guide writing, and the eventual adoption
of group requirements and materials. An entire new process is necessary.

Staffs need to ask which one, which ones, or which parts of which projects and
publishers' materials make sense in their specific situations. No one project

or book can be adopted district-wide or school-wide in a truly individualized
pharmacy. Paperbacks and concept £ilms further replace the need for basal texts;
but usually most of the new projects or commercial materials, though often written
for groups, still have some aspects of strength which through district revision
and adaptation can be used in continuous progress Pprograms. Further, generally
the newly written national projects are superior to those a local staff attempts
to write on their own; in almost all cases, a team of national writers can do

a better joh than teachers in a local school district; availability of time,
money, and human resources vsually make the difference. However, when they are
not appropriate for an individual school or student, self-development of curricula
still makes great sense, usually being the best approachj; sometimes students can
take ideas gained from the various books and projects and use them as a launching
pad of ideas for writing or planning their own directions.

Where schools are considering the selection of various published media, some
guidelines are necessary. Several groups in the United States have been working
to develop specific criteria for making decisions related to curricular efforts.
As a broad summary of the kinds of criteria that are being considered, the list
below of ten general areas for the screening, selection, and purchase of new
materials and programs hopefully will be of value as a point from which individual
teams can build their own evaluative system.

The first criterion is, needless to say, to identify the PROBLEM which may exist

in the district. Are the teachers and students really concerned about the present
curriculum? Is there really an inciting factor which might lead to a desired change?
What are the antecedents to the particular problem faced? Are there dissatisfac~'
tions? Before proceeding further, those suggesting the possibility of curriculum
revision should be sure they have had it identified as a concern to those involved.

Criterion number two can be called ASSESSMENT; here the priorities, the strength
of the involvement, the total process of how the staff is to analyze the problem,
possible solutions, the resources available, and the quertions of why might we
want a change, and whet we may want fo change to are considered; the staff must
assess the potential for revision.

1f step one was to thcroughly identify the total PROBLEM, and if step two was to
ASSESS the process of making a change, then step three becomes that of DIRECTION.
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The teachers should identify a philosophy toward curriculum; they must determine
their curricular objectives; they must comsider what kind of a program they want
in their school, what procedures they will follow in developing this program, and
how they are going to evaluate the direction they have chosen. They must consider
student input and the entire student developed curricula movement; how much voice
will students have?

The fourth criterion is that of AVAILABILITY. Once the staff has identified a
curriclum problem, has assessed their own particular situation, and has considered
the direction they wish to take, they next look at what curricular possibilities

are available. They must search the literature, search the lists and sources,
contact and study the various projects, become involved with publishers of materiais,
and investigate the authors of the materials to determine some credibility toward
the objectives of the program.

The fifth step is simply titled LEARNING. Here the teachers must look at the
assumptions that have been made in the materials they are surveying, they must
look at how the writers considered the learnmer and the learning process, what
taxonomy of objectives were jnvolved, and what research was relied upomn in de-
veloping the materials.

Criterion six is that of CONTENT. 1Is the content proposed in the new package really
relevant; what about student motivation? Is the content interdisciplinary? 1Is it
individualized? 1Is it openended?

Criterion seven considers the ENVIRONMENT in which the materials are to be used.
Do the materials consider the social realities of the existing situation? Do
they blend with the programs already in use in the school district? Will the
proposed new program fit the current organization of curviculum in the school?
Does the program fit with the community prestige expectations?

Criterion eight suggests a look at the PRACTICAL factors involved in developing
curriculum. What about the cost and the staff needed? How much time is required
for in-service? What incentives are there to the staff? What are the facilities
needed for the program?

Criterion nine is then the actual processof making the DECISION--an analysis of
what the various programs which have made it through the elimination and compari-
son steps of the first eight criteria offer, and a decision as to which one or
which ones or which parts of which ones might be appropriate for the district.

As these evaluations are made, a discussion ensues as to whether the program should
be adopted as a pilot or total effort in the district. Finallv a decision as to
whether to go or not to go with the particular program is made. The material
under consideration could have been eliminated in step one, or two, or anywhere
along the way through the criteria cycle for curriculum decision making. It could
be that one of the proposals got as far as criterion nine, or perhaps several made
it that far. Step nine then becomes 2 crucial decision. If the curricula under
consideration gets past number nine, it is now ready for implementation.

Thus criterion ten is that of ACTION. Once the decision is made to accept a

particular program, in-service training must be undertaken, the program must be
implemented, there must be wide dissemination of the program, there must be feed-
back, and there must be on~going evaluation and further in-service. The tenth

criterion leads around to criterion one again, to complete the cycle and start
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the re-cycling. In other words, there must be arrows running in a continuous
circie from the PROBLEM, to ASSESSMENT, to DIRECTION, to AVATLABILITY, to LEARNING,
ro CONTENT, to ENVIRONMENT, to PRACTICAL, to DECISION, to ACTION, and back to
PROBLEM again. This organization becomes an on-going process which continually
iooks at the district materials. At each of the ten points, evaluation is an
important factor; review must accompany each step. Decisions are made in almost
all of these stages based upon evaluation. It might be that the search for new
music materials may stop at step four, if in searching through AVAILABILITY the
teachers find that there is nothing really new or nothing that they are not
already using or aware of in the district. On the other hand, in the area of
social studies, a group may continue all the way through the ten steps, actually
implement, and then eventually revise the materials that were first adopted, as
a result of continual re-cycling.

Completing the model for curriculum decision making is an indication that at each
one of the criterion presented, sub-topics and discussions can be pursued. Under
the concept of ACTION, implementation discussion could ensue; for example, in
implementing a program in a nine months school, the June to September period
could be considered the preparation period. This is the time when the material
they decided to purchase actually arrives; the staff studies it, has a consultant
in, studies it again, and then starts using it.

From October to January the reinforcement period occurs. The staff involved
reviews the successes and failures of the program, they revise their methods,
their cousultant returns to help, they visit other schools using the material,
and they attempt to refine the program. Finally from February through May there
is the evaluation period, focusing on what has happened during the year. Individ-
ual as well as group and regional evaluations take place; there is feedback to
the original decision, and plans are made for the following year. The entire
idea of action implementation forms a complete cycle whereby June through June
students and staff are involved with implementing and revising the curriculum
materials; within this breakdown, emphasis 1is placed on various phases during
particular months of the year.

When it comes to disseminating these decisions, such steps as planning conferences,
hiring diffusers, writing publications, sending out invitations to visit, providing
observations, arranging demonstrations, holding workshops, offering consultations
to other districts, loaning materials, and making visitations can aid in the

actual dissemination of the new programs and materials within a large district or
to other districts who may be wanting to learn about the new curriculum selections.

The entire matter of organizing for curriculum improvement pinpoints another major
change taking place in schools. In the past most districts have had textbook
selection committees. They decided the books for ihe district. Grade level com
mittees have written guides of content to be covered during the year. Supplemen-—
tary materials have been on approved lists. Sometimes teachers in individual
classrooms could select, but in most cases school or district decisions have been
made. Once these were established, the teacher usually had freedom as to how to
use the books in his or her room. '

But now with the educational revolution, team teaching and interrelated curriculsa
become essential factors in open schools. The early teams used the material on
hand and were pretty much subject or departmental teams. They gradually wrote their
own materials, adopted new project publications, and modified the use of the old
texts. But required group-paced assignments were still the key. Then came the
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concept of self-pacing and individualization, causing new concerns. Slowly students
and teachers have adapted to these notions. The 1970's will mark an encouraging
swing toward the concept that knowledge is not segmented but interrelated, thus
forcing a complete revisica of the teaming and curriculum development just completed
in the 1960's to provide for a switch to interdisciplinary approaches to learning-

In previocus chapters we have zlluded to interrelating subjects-—to the creation

of inter or multi disciplinary teams. Several suggestions have been made as to
how to start. At the risk of being redundant, some comments related to this issue
seem appropriate.

Uitimately, as teachers are trained in this fashion, as buildings are built with
more open spaces, as teaming replaces self-containedness, as materials are written
for this concei't, as technological advances descend upon the school, and as
administrative reorganizations are completed, interrelated approaches will be

the accepted and expected approach. At that time, the student will say, "1'd

1like to study rockets and I'd Zike to write a play, and . . . '"-—and immediately
all kinds of combinations will swing into action. The former science teacher—-
still with knowledge and skills in science, but with strong interrelated cognitive
training--will be needed to help the student launch his rocket project, but so

will the industrial and math consultants in the design, blueprint, and comstruction
stages. The art teacher mav be involved related to the aesthetic effect of the
location of the launch pad. The social studies person will need to help the student
get permission to build on the selected sight; and as the individual prepares the
proposal, the English teacher may be a resource. In writing the play, obviously
the "old" home economics, industrial shops, art, music, and English teachers will
be essential as consultants, in addition to the theater arts adults.

These various combinations of people formerly called subject matter teachers will
become an interrelated team of consultants for the particular learning goals the
student has selected at that moment in time. The team will disband when that
particular objective is met; they could stay together, though, to help with the
next goal, or may be together for other students; however, that certain combina-
tion of consultants may not be together again for geveral months.

Unfortunately, most schools are nut ready to functiow in some manner of this type.
The conventional schools have maintained math departments or self-contained rooms.
The moderate schools have formed teams, or supposedly have formed interrelated
teams, but which really only became multidisciplinary as blocks of time within the
combinations were reserved, for example, for math, art. and industrial arts as
sepavate subjects. The open schools have tried to provide interrelated combinations,
but have not gone very far out in this realm, nor have they been exceptionally
successful. Most have still talked about teacking math or art, and combinations

of American Studies still separate English and Social Studies, though art and music
have been interwoven, along with less emphasis on English as English. Thus the
entire area of interrelating curricula--why we should, what can be merged, and

how do we do it-~is still a big stumbling block in education.

Therefore, until more experience and knowledge is gained in these procedures, and
especially in schools where staffs have very little training, some plan must be
developed as an intermediate step toward progress in this phase of the reorganization
of learning. There is no one way to do it, no best way. 1In fact, there is really

no way at all; at most, experiences and guidelines from schools trying can be

shared so that creative educators can formulate a program that will fit their
situation. The important thing is not how it is done in a particular school, but
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rather that a start is made to move rapidly in the direction of interrelationships.

Four points seem to be of value in determining how to start. One is that by

merging two or more of the former departments or grade levels, teachers have an
opportunity to slowly learn how to merge their disciplines. Thus joining the
science and social studies departments into an environmental team allows them to
learn how to team, to learn what content might be merged, and to learn how to help
students develop a curricula that pulls together various aspects of both disciplines.
Starting by merging small segments of the school curriculum on a formal basis has
helped a number of schools expand interdicciplinary concepts.

Another guideline seems to relate to keeping the teams or subteams small--perhaps
6-8 members to begin the undertaking-—-and then gradually expanding. Tied with
this is the factor of physical location. Those who are to work together, especially
in the beginning stages, need to trip over each other. Living together seems to
enhance the potential; obviously personalities must match. Where personalities
have some clashes, they can be housed in adjacent rooms, meeting less during the
day than those who must live together. A fourth factor insists that there be some
common ground in content and concepts so that it is easily seen that there are
relationships. Science and social studies can quickly find mechanisms for working
together on the problem of pollution. Art and home economics can easily work
together on home design. These possible combinations are almost limitless.

The main consideration is that to break down departmentalization, there seems to
be a need for a formal structure to help teachers, students, and administrators
learn how to phase into this type of program. Each school must work out its own
procedures. The size of the school certainly will have a bearing on the combina-
tions; the physical arrangement of the building has a very definite impact on the
plan. The existing structure of departments or grade levels will influence
decisions as will the personalities of the students and faculty. A school with
20 English teachers, 18 social studies teachers, and L art teachers is not going
to organize the same as a school with 2 English, 1% social studies and % in art.
Open pod buildings will be treated differently than three story long hallway
structures. If schools-within-a-school are constructed, combinations again have
different alternatives.

Schools which have developed interrelated programs have tried different combina-

_tions. Some big schools have had 35 teams, some middle-sized schools have had
only 10, while some small schools have had only 5 or 3. With :the aim of working
around the individual, forming teams as needed, and/or by aiming toward .one cur-
ricular interrelationship, the type of formal structure is important only as
insurance that in this school hopefully this arrangement will provide successful
learning experiences for adults and youngsters in the developing stages of the
program.

There are numerous combinations which are practical mergers: science, health, and
social studies could be an environmental team; home economics, art, and industrial
arts could be the expressive team; and music, physical education, and theater arts
could be a creative team. Actually social studies could merge with foreign
languages and English, and/or with art, or music, or industrial arts, or theater
‘arts or numerous other combinations. For multiple combinations, art, music,
theater arts, home economics, and industrial technology fit together nicely.

We could go on and on with such illusfrations. It is usually good to try to merge
the old "academics" with the '"mon~academics" so that the school can eliminate the
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problem of what is most important, but it is not always necessary. again, physical
space, personalities, materials, and perceptions of roles and curricular opportuni-~
ties often play the center stage. The size of the teams and sub-centers desired
has an important bearing too.

No matter how many formal teams are arranged, splinter teams must be encouraged.

A splinter team might be a theater arts specialist in the creative team and a
social studies major in the environmental team who join together with a group of
students for a mini course in theater histery. A number of schools have found
splinter teams to be the best way to develop interrelatedness. They are more
spontaneous, usually grow out of the interests of students, match teacher person-—
alities, and allow for any combination of subject areas. In many ways this is
close to the ultimate of eventually being able to develop splinter teams for each
individual. Thus the more splinter teams in operation, the more interdisciplinary
approaches in a school is a general observation. But as a stop gap to encourage
this, and in order to insure that each adult is placed in a position for in-service
retooling to learn how, formal teams still seem essential in the beginning stages.
They further aid by placing some teachers and concepts in direct contact, thus
easing the transition. Splinter teams are much easier to form in an open concept
physical plant; the more formalized interdisciplinary teams seem more necessary

in the egg-crate architecture. But in either case, the elimination of departments
and grade levels is part of the goal. If we truly believe that knowledge 1is
interrelated, not segmented, then curriculum development in a school must move

in that direction.

When formal teams are organized, whether they are labeled by broad names such as
Environmental or Creative, or thematic like Man and Nature, or all encompassing
such as Fine Arts, or interlocking such as Humanities or World Studies, the key
again is the breakdown of the rigid 12-15 departmental structure or Separate
subject syndrome. Yes, "gcience" can still be taught as "science' when appropriate,
but usually most science can be interwoven with other pursuits. It is better to
have a broader base to start from and then come back to a narrow base when neces-
sary, than to try to expand from a tightly structured isolated and often insulated
approach. '

But whatever form of formal or splinter organizations are established, ''show and
tell~~interaction among all segments of the staff 1is needed. Thus a system of
rotating groups should be established to insure that those in art know what is
developing in the expressive team——or that the splinter group in theater history
knows what is occurring in the splinter gzroup called business systems. We have
failed for years in conventional scheols to accomplish this:'task. The English
teachers have rarely known what was happening in math, nor have the 2nd grade
teachers known the program in the 6th grade. The new interrelated curricular
approaches are merging vertically and horizontally.

Obviously all this curriculum development is going to call for a massive pharmacy
of materials as was mentioned in the chapter on individualized instruction. Hard-
backs, paperbacks, ditto sheets, loop films, movies, tapes, and all such kinds of
resources are essential. This means not only must materials be available in the
team centers, but a tremendous support area called the media center must be pro-
vided. A centralized media arrangement usually overall seems to be the best, but
satellite centers reaching out as an arm of the central area can be established.

Many schools today do not even have the old traditional library, especially at the
elementary level where they are still found in only 30 to 40 per cent of the
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buildings. Most high schools have limited seating, usually for only 10 per cent
of the student body, and shelves are often bare. Yes, the new flexible school
buildings of the ©0's have provided for resource centers; generally these have
been carpeted, and have more materials than ever before. But even these are a
long way from satisfactory; they are certainly not geared, in most cases, for the
coming technology. The really sad thing, though, is that the overwhelming number
of schools in the United States have completely inadequate library services; often
the old library is still seen as an escape from study hall or a place to march

the students to once a week to check out two books.

How many schools have one professional media specialist for each 200 students

up to 1000 plus one more for each 300 beyond that? How many have a one~to-one
library aide to professional staff ratio? How many spend at least 3 per cent of
their district budget for printed materials alone? Fow many provide between 27

to 35 square feet (elementary through secondary range) of breathing room for each
student exclusive of stacks, offices, conference rooms, and audio visual edquipment?
How many provide space for a minimum of 30 per cent of the student body?

Each school must work out their own arrangements as to media centers. There

again is no one answer. But it is clear that if schools are to develop inter-
related curricula, multitudes of resources, and huge media center type facilities
must be available. Part of the area should be a quiet zone, but mich of the media
center now should encourage noise-—-discussion, viewing, and the present rumbling
of pieces of machinery. These developments do not occur overnight, but with
effort, in a three year period, adequate resources can usually be gathered in

most schools.

The 1970's will witness gigantic strides forward in all areas of curricula--
whether student, adult, or mutually developed. All this chapter has been able

to do is summarize what has happened in the 1960's. Unfortunately, about 84 per
cent of the schools in the United States presently fail to reach these 1960 goals
and achievements. Thus the 70's must provide a dramatic catchup period for most,
while some continue to explore and adopt those exciting improvements in humaneness
and technological aides which will provide the impetus for the decade of the 70's.



Chapter 15
Requirements and Graduation

Ano-her series of "how" questions constantly asked throughout the country relates
to ~he title of this chapter. In open concept schicols, with no graduation require-
men-s, how do students know when they can graduate? Will colleges accept students
without credits? EHow do you give diplomas if you don't follow state graduation
requirements? What happens when a student transfers from an open schocl to a
rigidly structured school before he graduates? Can students enter before the
magic kindergarten entrance date? Aren't there any sacred courses--surely students
need Fnglish to live in the United States; what if they den't learn to read in

the primary years? How do You fill out forms for insurances and scholarships that
require class rank? We could go on and on with such typical inquiries.

Rati-er than elaborate philosophical or proposed answers to all thase, guide!lZi.es
whici have actually been used in schools are presented, not as "-44 answer' o
"best approach,” but merely as examples of how some schools at g-v=n moments in
thei - transition solved these realistic problems. Nazionally a -—rwher of schiools
have operated under an open philosophy regarding requirements, &nZ to this Gate,
students have not seemingly been handicapped in terms of graduai i>m from oties
highk schools, transfers to graded elementary schools, entrance =@ ccllege, cr
future vocational advancement. Hopefully, the following statemen=; will be
helpful te schools making decisions related to the questions askz~ in the opezing
oaragraph. The approaches described are certainly not answers fox the 1930's.
but they have provided temporary 1970 solutions that work im the =ractical world.

Open schools do not place great emphasis on "graduation" or diplomas, as they
believe learning is a continuous, life-long process, and that generally more
"education" goes on outside the school building than within it. Learning how to
learn is generally more important than the specific knowledge that has been acquired
in a specific area. The individual's self image and the achievement of success in
many affective and psychomotor developments are generally more important than those
in the ceognitive or content knowledge areas.

However, unfortunately, or fortumately, depending upon an individual's philosophy,
the present society in the United States places great emphasis on competition;

the measure of success is often a paper received after completing arbitrary stand-
ards, but because this is part of contemporary North America, schools are obligated
to provide guidelines for completion of what is now referred to as high school.
This chapter tries to explain requirements in open schools and the information
which must be given the students. Most educators aiready know this information,
but continue to follow the old patternms. Hopefully, this discussion will lead to
the creation of more flexible schools.

Under the present varying state laws requiring attendance, usually from about ages
7 through 16, unless a student is excusecd by the state from this obligation, he
or she is in school during the years covering the traditional grades 1-8. Most
students start ir kindergarten. Therefore, for the nine years from K-8, or the

10 or 11 years if a student begins at age 3 or 4, in truly open schools there are
no "graduation" or promotion requirements other than to generally be in school
approximately the 175 days per year requested by most state regulations (a year

in a year round school signifies within a 12-month period, not a 9-month session,
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as in most schools), and hopefully make progress in the affective, psychomotor,
and cognitive domains. The effort is to have each student receive personalized
programming according to his or her relevant needs, interests, and abilities on
a continuous self-paced basis. Therefore, there are no promotion or retention
standards during these vears. School is considered a continuous ll-year flow of
individual growth and development.

Starting with the 12th year (assuming a student enrolls at age 3), or the 1llth,
10th, or 9th year of "formal education" depending upon whether the student begins
school at age 4, 5, or 6, if not at age 3, slightly more rigid requirements are
imposed upon the student in order to receive a '"high school diploma" which will
entitle the individual to apply for certain jobs or colleges. Unfortunatesly,

most of the conventional requirements of the past are based vpon invalid stumbling
blocks originating from unresearched national decisions. However, =t the present
time, it can be anticipated that the great majority of students will stay the
~raditional four years beyond the 8 to 1l years of school already completec; for
most students this means starting the final four years at approximately age 14

or 15. Since "time" spent in school is not really a valid ewaluaticm as related
to achievement, students should be able to speed up or slow down their work. TFor
oxample, students may go more than 175 days per year, or may achieve significant
growth at a r_pid pace in less than 175 days, or may have more pressing needs or
opportunities elsewhere and thus should "'graduate" in less than four years. By
*he same raticnale, they should be able to stay longer than the four years usually
enrolled. In all cases, four years is only a general guideline base from which

o make judgmznts.

A student should be entitled to az diploma if enrolled four years of approximately
175 days whether actually studying most of the hours within the building, or part
of them in the local community or some other area of the world. During this time
the school and the Darents may expect the student to make progress im the affec~-
tive, psychomotor, and cognitive domains through the areas of study selected;

the goals and achievement of this progress are determined by conferences held
between the students, consultants, and advisors. A student may spend more than
the four years in schocl if the student and faculty deem it profitable. The final
awarding of the diploma remains the authority of the school if there are conflic-
ting points of view. Hopefully the four year syndrome and state laws will be
revised to provide more meaningful options for those who are not able to benefit
from additional time in a high school.

1f a student wishes to leave in less than four years, the request should be made
through the administrator in charge of enrollment. A conference generally should
be held with the student, parents, and some of the staff to determine if this
seems to be in the btest interest of the youth. Usually, a student desiring to
leave in less than four years should plan this with his advisors and the adminis-
tration in advance so that decisions related to expectations can be made and goal
achievements set. Again, in all cases, the school should reserve the right to
make final judgment. Hewever, increasing numbers of young people should graduate
early. Often physical maturity leads to resentment of compulsion, boredom, and
inactivity.

Open schools do not give credits or Carnegie Units or other such standard badges
. of completion of courses. Because there are no formal classes set up and required
by the school, the "courses” a student pursues must be determined on an individual
basis. The work the student completes can be recorded on the transcript of record
in terms of areas cof study as identified by the "title' given to the experience



pursued. The school is more interested in "learning experiences” than in the
completion of an arbitrary "course."

However, students should be forewarnzd and aware of the regulations imposed in
most schools and colleges throughout the United States. T:ough open high schools
zre not concerned with credits and required courses, most high schools are. There-
fore, if students contemplate possible transfer, in making decisions about learning
opportunities, they should be well aware of the fact that most schools generally
vequire the following: 4 credits or four 9-month vears of English; 3 credits or
hree 9-month years of social studies; 1 or 2 credits or ore or two 9-month years
of moth math and science; two years of physical educatiom, but of ten without the
reward of credits; and 1 to 3 courses each year or 1 to 3 credits, usually totaling
5-7 credits, of "elective" courses. These czn be addition:l omes in the areas
sbowe, or can be in such subject fie.ds as business, art, music, industrial arts,
home economics, or foreign language. In summary then, in :schools housing the
traditional grades 9-12, students are generally expected t> enroll in five ccurses
per year, earning at least four "credits" per year as determined b the teachers

of each course, or 16 credits plus two years of physical education. Requiremencs
do vary from state to state.

Humane schools believe thece reguirements are 1 relevant Zo many. ZThere is nc
research to support them. The bel: .f is that if there ac= requirements, they should
br more balanced: art, music, homs economics, and the other subjects should be
included. Certainly four years of inglish, no art, and only two years of physical
education is not the best requirement for ALL students. Some schools have a series
of prerequisites——a course which must be completed before another course can be
taken: algebra before geometry, art 1 before art II. Flexible schools try to
avoid all such mandates, but students should realize that most schools still have
them. Further, open schools would rather have students work in interrelated areas
such as humanities, emvironment, and human relations, rather than in subject areas
such as math, science, and music. Knowledge is interrelated, and as much as
possible, students should work out ".ourse titles" with broad interrelated possi~—
bilities and experiences. It is possible for a student to concentrate in nothing
but one subject, but students are encouraged to select over their years in school

a balance in the diet; in other words, the philosophical recommendation is that
students should take some work in all areas related to the old subiect disciplines.
Thus, home economics, industrial arts, art, music, physical education, business,
foreign language, English, social studies, theater arts, science, math, and other
such areas should receive attention from most all students. If requirements were
to be imposed, they would be balanced. '

{f a student takes work approved at his home school, but which might not be accepted
by another school, and a sudden unexpected transfer of the father would imperil
high school graduation from another building, flexible schools shculd act in benefit
of the student and give "traditional credit and course titles" on the transcript to
be forwarded to the other school. This translation can be achieved by the school
counselor with the approval of the student, his advisor, and the administration.

The final decision related to the translation is that of the school, in case of
conflicting views. Remember, however, the counselor cannot translate nothing into
something; the student should be reminded that he is expacted to pursue learning
opuvrtunities. These opportunities are, however, very flexibie and varied, and if
approved by the student, advisor, and parents, the choice is generally accepted as
aprronriate by the school for transfer and graduation requirements. For example,

it is esuy to translate work in astrology into English, social studies, or other
sices of transcript need. Broader titles, such as Creativity, Expression,
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Fnvironment, Systems, and Communication can aiso be thusly interpretec.

As will be stated in the appraising amd reporting student progress chapter, the
final decision znd responsibility for selection of courses lies with the students
and pareats. The school should offer advice or counseling when desir::dy if a
student cdecides mot to take Eng.. 2 the "junior and senior years." it is accept-
sble to e open program, but ths stucent chould realize that sora hirh schools
(in case of -ransfer) and some c:-lleges recuire four years of English The open
school might suggest less than four years of English in order to take art, music,
and other subjects, but the studzant stould thoroughly understand tunazt irt is not
as important as English in most schools——-only in humane programs and 'n art
schools.

For those anticipating entering college or university, technical~voc: tional
schools, = business or fine arts schools, the general znd specific catalogs
from thes: institutions should te consulted. Students should clearly understand
that thougn generally college entrance requirements follow the pattern as listed
of 4 years of English, 2 years of social studies, 2 years of math, 2 years of
science, raysical education, and elective courses, carticularly in the areas of
the foreign languages, that individually thev do differ. A number of them want
heavy concentrations in math and science; others prefer work in the humenities.
An engineering student obviousl» is expected to pursue more math than one inter-
ested in being an English teacher. Some colleges, particularly two-year public
communitv colleges and many stute institucions, have an open enrollment policy;
in other words, anyone may entez with only a high school diploma or its equiva-
lency. Others, especially certain private schools, have very rigid requirements.
Vocational, technical, business, and fine arts types of schools generally have
flexible enrollment policies. Most prefer high school work in the area in which
the student expects to specialize; some require a great deal of work in the spe-
cialization area before entering, but others require none. For example, if
students want to become foreign language interpreters, they can enroll in most
foreign language institutes as beginners. Though educators know all these things,
the students in an open school must have the same knowledge.

As indicated, credits, such as one credit in English, are not given in humane
schools. However, credit can be talked about in terms of recording the progress
made toward a goal the student is trying to achieve. For example, it is to his
or her credit if the student has learned to count in Spanish. 1If students are
concerned about Carnegie type "one credit" for English courses, they can consult
with the teacher to request or see that they are doing approximately the same
work that would be one credit in a traditional school as related to transferring
or college entrance. However, they should not request credit from their teachers
in terms of how much credit do we get? No "credit" should be recorded on tran-
scripts of students, a2nd only in cases where the student would be preveanted Irom
pursuing other work because of the lack of a "paper recoxd of such credits" would
the work need to be translated into credits by the office.

Remember, too, that free schools are often experimental schools, and a student who
makes the decision to enroll for certain benefits should be ready to accept the
risks that go with new programs. In these schools the student must have the
courage of an EDUCATIONAL PIONEER and thus be ready to accept the possible benefits
and consequerces of such a program.

Athletic eligibility is considered under the same philosophy. All students
enrolled should be eligible up to the age cutoff date or total years of competition.
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The only reason = honor these regilations is to prevent “"professional high school
players," but thay should be fiexrii le. However, no attention should be given to
those requiremerts based on grades in subjects and passing credits. Football may
be the single mcs= important subject for Pete, in the affective, psychomotor, and
cognitive domairs. As long as foctball is part of the curriculum and paid for by
the school, he car play footbsll - 26: 1 the seme criteria as he can enroll in math.
Obviously in thiz philosophy, che -m~ire notion of prerequisites is obsoclete
excapt in parhap- very limitad c r-rmstances.

Regarding entTaz e, the school should operate on an open, volunteer attendance
policy. Anyome presently living withinm the confines of the legal school district
should be eligible for enrollment. Xowever, if space is limited, earollment
policies may be established; the zchool should reserxve the right to accept or
reject enrollmenz, not on the basis of racs, religion, or economic status, but

on the maximum enrollment figwres s=2tr by the school.

1f the school ha:z room, almost e aryone should be accepted. However, when the
school is overnrcwded with waitinz lists, some Students must be rejected. Factors
such as "mutually beneficial" to doth school and student, diagnostic needs of a
particular student, support by ke parent of an open program, balanced economic
and racial percentages, location of the home, transportation considerations, the
percentage of college degree farilies, and balanced percentages of age and sex
enrollments for experimental purposes and program development are among those

to consider when accepting or rej. ‘ting a student.

The majority of students in the district will fall in the age range of 5 through
18, the old kindergarten through 12th grade. However, there must be at least
limited efforts to develop 3 and 4-year~old programs. Birthdate should make little
difference; as long as there is room and the student is near, at, or over age 3,

he or she should enroll at any time. But because the demand is usually so great
and staffs so small, limitations are necessary. Though the age cutoff dates in
most states as now written are absurd, when enrollment cuts are made, birthdate
may be considered. If the child could be sure of staying in the open district,

no problem is encountered. However, if the youngster would transfer before com-
pleting the traditional first grade, the child could be denied entrance in another
district because of age; thus early emnrollment could be a potential disservice to
that child. 1In all cases, though, every effort should be made to accept everyone
and to consider individual differences whenever possible, but practical realiza-
tions of time, space, staff, budget, and laws must be faced. TFor example, public
free schools now receive no financial support for the 3, 4, and full-day 5-year-old
early childhood programs. Private free schools can charge limited tuition.

Open schools should be connected to college programs more closely. Many high
school students, with permission of nearby colleges, should take college courses.
Some of the college teacher education majors should receive part of their learning
experience in free schools. Hopefully, more non-major and teacher education under-
graduates will participate in open programs, as well as graduate students in pro-
fessional educaticn. The start may take place by an eventual merger on a formal or
informal basis of the new experimental colleges and the new experimental teacher
education centers within the colleges. The goal is to eventually have open schools
available for precollege, general college, and undergraduate and graduate teacher
education students. Under a confederation, school districts and nearby colleges
could establish three interrelatad divisions: precollege division, general college
division. and teacher education division. This could insure students that from age
3 through graduate school they could attend open schools with flexible entrance,
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transfer, and graduazic

 ~tizies. In all these fluid arrangements, open schools

mus* realize their znl_z . ons in regard to limitations imposed by societyv at
present. Much of the 7~ . ~=m depends heavily upon discussion, counseling, guidance,
and decicion making wit #-h student.

Pareat input is impor-z: = if they have specific concerns. For example, even though

the school does nct ¢z :ath mandatory, Mom and Dad can counsel the student into
that avea if they fee. .--ngly about it. Sometimes students can be led to an
area through guile zu ' cu.7ing. The student who wants to learn to make biscuits
must read the recipe. ¢ iienly mix, blend, stir, tablespoonful, and other such
words become meaningfi_ :n the vocabulary and reading becomes important. Math
even enters the pictuw:+— _'3 of a cup. Additionally, diagnostic teams of teachers
should meet often to c.-~".3s possible prescriptions for motivating the student
‘toward an area of conc.— However, parents and staff should refrain from pressure
tactics unless that ap~ *— :h seems best~-remembering that it seldom is the answer.
Finally, the school sh: . reserve the right to "require' something if it is felt
ahsolutely crucial. 1I: -river in an auto accident is badly hurt and unconscious,
and he can't sign the -« —wission slip, nor can anv next of kin be located, the
M.D.'s will decide to .~ -ate, assuming that the patient wants to live rather than

die. The fact that the patient would rather die is mot known to the doctor, or
perhaps would be rejectad as a reaction from shock if he did awaken, and surgery
would go on anyway. The staff should try not to "force'" a student to take any
subject, but should reserve the right in what they determine as a "life or death"
unconscious situatiorn t. —ake such a final decision--though it should rarely be
used. What becomes the © .nal focal point, then, revulves around the question of
what seems essential fcr zhe intellectual and emotional development of each patient.
The biochemists can say tha=z protein, oxygen, and other such items in specific
amounts and forms are essencial for life, and can be fairly certain. But what
can educatorcs say for certain, especially related to curricular decisions. Many
educators have opinions; wost might say reading is essential, but is it really—-
in the present and develr-ing age of technology?

What subjects are really sgsential? Is art really essential for intellectual and
emotional health? Is the study of the War of 1812 really essential? If so, how
much study of it is es==ntial? When is it essential--at age 8, or 12, or 17, or
every year? Why is it = important? Is it important for all, or just a few, or
maybe many? Curriculaz decisions force the schools to accept tremendous challenges
and tremendous respons=hilities as the staff assumes they can make valid judgments
about young people whicn could have profound effects on their future.

The ultimate answer again relates to humaneness and relevancy. If each individual
has a program designed as nearly as possible for that person, considering factors
found in society. and if the individual has great input into those decisions so
that motivation and retention are considered, then credits, graduation require-
ments, entrance ages, and all other group prescribed solutions really have rela-
tively little value in the education of youth and adults. If the biochemists are
correct, that each individual is so different in so many ways, then the only
plausible answer for educators is to treat problems of entrance, graduation, and
adult vocational preparation on an individual basis. Thus schools should reject
the notion of credits =r. :zhe imposition of unresearched stdie requirements
designed for the masses. aot for the individual.

One of the questions ccme - mtly posed to staffs of open schools relates to the
acreptance of a more rie:. e curricnlum policy by the celiages. The general
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concern is that graduates of open scnools could not be accepted at the leading
colleges and universities. This has not been proven to be true. In fact, surveys
show just the opposite. Communities all over the United States are ready for this
change.

As just one small bit of evidence that the country will accept revision in educa-
tion, included here is a letter sent to a random selection of colleges and universi~
ties throughout North America regarding entrance to college without grade point
averages, Carnegie Units, class rank, and traditional grades. It is essential
that graduates of open concept programs be admitted by other criteria, for these

. schools believe veiy strongly that traditional rankings are a distinct form of
discrimination. They do not separate the Catholics from the Lutherans, the Blacks
from the Whites, or the Rich from the Poor; therefore, they refuse to partake in
a aysctem which calls for discrimination between the Smarties and the Dummies, and
that is all that grade point and class rank accomplish. Unfortunately, the case
will probably have to be heard by the Supreme Court one day, but there is great
confidence in the ultimate verdict. In the meantime, more and more educators and
parents are agreeing with this position of revolt agsinst discrimination.

The response from colleges who agree with more flexible admission policies has
been overwhelmingly favorable. All were willing to consider students on the basis
of different evaluations. In the early years of operating without class ranks

and G.P.A.'s, applicants from open schools have not been rejacted for admission
by the college of their choice because of the lack of rank »r averages. Some
students do not make their first choice on the hasis of keen competition, S.A.T.
scores, or other personal factors, but all sventually are accepted by a college
satisfactory to the student.

Further, all of the students who have graduated "early''--those who leave in less
than four years—-have found that the opportunities which developed proved to be
sound judgments on their part and a humane policy by the schools. Students have
been able to solve personal problems, enter colleges in winter and spring terms,
erroll in vocational opportunities, start full time jobs which eased fimancial
difficulties, and in many additional ways capitalize on the decision. Other
students have found that the best policy for them has been to remain four or more
years in "high school."

The early efforts at new "graduation' criteria have been tremendously rewarding;
if the future continues as bright, perhaps the impact of the open schools which
are attempting to break the lockstep will have made a significant contribution
to education in the United States.

Below, as a specific illustration of the statements above, is a lefter sent to
admissions directors in the early phase of the Wilson program which shows what
every high school can achieve. Following the letter ure excerpts from the answers
received from the colleges. The admission directors are most willing on an
individual basis to consider acceptance of all students who present applications
for enrollment.

Letter to College and University Admissions Offices - September, 1968.

Dear Sir:

The Wilson Campus School is a laboratory arm of the School of Education at Mankato
State College, and as a school supposedly funded by the state legislature for the
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primary purpose of being involved in research and experimentation in education,

has decided to undergo vast revision this year. 1In the past, this school operated
a good conventional program. Until July, 1968, we had self-contained classrooms,

a regular period 1, 2, 3 type of schedule, study halls, ABC report cards, honor
rolls, and the other usual programs found in conventional schools. Because we were
doing very little different than the public schools in the state, the possibility
of closing the laboratory school was given much consideration. After deliberation,
it was decided to keep the school in operation, but to make it into an open avalua-
tion oriented endeavor.

We are enclosing a brief summary of the efforts we have undertaken since July, 1968.
We have started the three-,four-, five-year-old programs as indicated. We are
building the entire schedule, K~12, on a daily basis. We have developed team
teaching; instruction is primarily through small group and individual efforts.

We have students taking self-~directed and partially-directed classes. We allow
them a great deal of freedvom and are working with the students to assume the same
amount of responsibiiity.

We do not believe in failing any students; generally a failure is the fault of the
school for not providing the kind of program which would be of value. Many times
these students have problems in the affective domain which need to be corrected
before the cognitive areas can be improved. The student is mot given credit for

the completion of the experience until he has accomplished it to the satisfaction

of the teacher. Therefore, he does not fail--he just does not complete it; nor

does he make the honor roll, as we do not have one. We are interested in individual
growth, not group comparison.

One of the many changes is an attempt to improve the evaluation of students by
providing something better than the traditional ABC report cards, K-12. The

system involves many individual conferences between the teacher and the student,

and the student and his advisor. The conferences culminate with individual parent
conferences. The entire program is based on a diagnosis and prescription philo-
sophy. One of the major efforts is to individualize instruction and to develop
self-paced, continuous progress programs. We feel that this is the best plan for
the majority of the students, and that grade point averages, class rank, and ABC
grades have little place in the evaluation of individual students. "Grades" only
had success as long as we were concerned with group structure and group prescription.

The effort at evaluation is based on an initial diagnosis of the individual student's
needs, interests, and abilities. Based on the diagnosis, we then try to prescribe
an individual program for each student. Generally, every two weeks we try to
evaluate the progress made by the individual student, and on the basis of that
evaluation, continue the original program, or prescribe a new one, as determined
by the amount of progress the individual has achieved in the preceding program.

We feel that if we are truly going to personalize programs for boys and girls, we
must be student oriented; they should not be forced to fit an adult-~designed curri-
culum offering little relevance to the student. Of course, for students who are
planning to go to a specific college, we suggest that they take the courses that
fit the demands cf that school.

Whether we are successful or not remains to be tested. This is the purpose, as we
see it, of a laboratory school in the state; no matter how good we may think current
aducational programs are, we feel that Wilson should be different. The role should
be to pioneer new approaches to education; we are not going to know if the idea may
be a better way unless someone makes an effort to try.
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It is easy to evaluate K-8 children; we keep folders on each student; the teachers
and parents are continually informed of the student's progress. However, at the
high school level, in addition to completing she same evaluation as we do K-8, we
are attempting to work out a format which will satisfy employers and college acdmis-
sion offices as to a record of the student's success in high school, and indicate

a prediction for future potentizl. At the present time we have not created a
finalized formaz, but generzslly see it first as a description of the program
undertaken by the student, and second, as an expression for the future. We expect
to be able to state the objectives the ciudent attained; we probably will include
standardized test results and subjective teacher evaluations as well. We see

this as a much more meaningful description o +he student than a grade point average
and class rank.

Our purpose in writing you at this time is to request your reaction to these
questions:

(1) Because we are a laboratory school for the state, would you be willing to
accept students on the basis of an ewvaluation which would not include con-
ventional requirements such as class rank and grade point average?

(2) We are attempting to pattern a program through which we might find a more
meaningful way of admitting students to college and at the same time relieve
the high school program from being restricted by college entrance regulations.
We do not want to hurt any student's chance of enrolling in college, but we
do sincerely feel that grade point averages have no place in individualized
education. Would you be interested in joining with Wilson and other colleges
and universities to develop a meaningful format?

Because we are a small school, we are not sure if there will ke any students apply-—
ing for admission at your institution -this vear. However, we are interested in
corresponding with a cross section of the United States so that what we develop
here would be applicable anywhere. Additionally, since the change in direction
here, many students are interested in going to ccllege wherever they might have an
cpportunity to participate in a learning environment similar to that which we hope
we are developing at Wilson.

We look forward to your reply to these proposals, and would be interested ip
working with you in an attempt to improve the evaluation procedures for individual
high school students.

Sincerely,

Don Glines, Ph.D.
Director, Wilson Campus School

Responses from Colleges and Universities

n"guffice it to say, however, that ycu can rest assured, as far as
is concerned, that the absence of the usual badges such as rank and grade avexage
will not work against your students--we lean heavily on other kinds of evaluztions
anyway, so that your own recommendations, and those of your staff, CEEB scores,
particularly in achievement tests, can help .0 provide many of the answers we
normally seek in the usual fumbling of the adrission process.
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"1 think we would be interested in joining with you and other colleges to pattern
some kind of program; certainly if we cannot do this institutionally, I can work
with you personally, for I am much interested in the directions in which you are
moving (indeed, your letter did much to destroy some stereotypes I had about
places like Mankato, Minnesotal!)"

"Please know that this institution would give every consideration to graduates of
the Wilson Campus School who might seak admission to the University of .

"We realize you would not be furnishing us with grades or class ranks in the usual
sence. '

"We would have tc know the specific pattern of subject matter the student has
completed. We of course would have to have test data (we require the ACT). The
key thing we would have to know is whether or not this student is recommended to

us. In other words, do you believe he would be successful in his academic endeavors
at the University of ? We would insist that you give us such a state-
ment, in the absence of grades and clags rank which we have been using as predic-
tors for success here."

"Thank you for your letter of December 12 in which you have described your etfforts
to revitalize the experimental nature of the Wilson Campus School. I assure you
of our enthusiastic support for your activity and our willingness to cooperate in
any way possible.

"Specifically, we would be more than willing to consider applicants for admission

to from your school even though they might not present the traditional
credentials. I assume you would be able to provide us with sufficient information
concerning such candidates and their academic achievement so that we might make
appropriate evaluations of their eligibility for admission. We would continue tc
require them to complete the Scholastic Aptitude Test and three achievement tests

of the College Entrance Examinstion Board.

"We would be willing to consider joining You and others in the development of a
program leading to more meaningful ways of college admission. I hope you will keep
us informed of your progress from time to time."

"Many of the points that you have raised in jour letter have also been discussed

by the faculty and administration at concerning educational programs
for young men and women entering college; therefore, I think that there should be

no problem in working with you in having Your students accepted at )
bzsed unon your recommendation. We are attempting at to de—emphasize
the grades similar to your program; therefore, we do not figure a grade point
average on any of our students here at N

"There weculd not be any difficulty in accepting Wilson students on
the basis of am evaluation presented by tha2 school supplemented by the student's
SAT scores and an interview by an admissions staff member. We would also be
interested in joining other colleges in an attempt to improve the admissions
process."
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"Thank you for your information concerning the program at Wilson. You have pre-
pared a very interesting and provocative statement of your plans and procedures.

, too, is an institution interested in innovative and experimental
procedures. We therefore liook with a great deal of favor on vour type of program,
and would be happy to work with you on college admissions that do not include
conventional requirements.

"1 would be happy to further explore the problems and possibilities of your program
as a college admissions concern. Frankly, if we have a reasonable description of
the type and amount of work attempted by the student, plus your own evaluation and
anecdotal record of students, plus the CEEB, SAT or other standardized test score,

-

T think that a decision that is fair to all concerned can be made."

"I am certain that our Committee on Admissions would be most willing to consider
your students on the basis of an evaluation which would not include the conven-—
tional class rank and grade point average. In lieu thereof, I am sure that we
will find much additional data to assist us in evaluating these students.

"I am certain that we would be very interested in at least discussing the possi-
bility of joining with you in an effort to pattern a program which may lead toward
different and more meaningful ways of admitting students to college."

"] was most interested in you:v recent letter telling us about the Wilson Campus
School. The program sounds exciting and T feel sure that the youngsters going
on with their education from your institution will have benefited greatly from

their experiences there. is attempting to put into practice on a
somewhat larger scale what you are attempting to do in your laboratory school.
I am taking this opportunity of inviting you to visit the for I

am sure we can both grow through the exchange of ideas."

"Any university will take an anecdotal record in lieu of A's, B's, and C's. The
Eight Year Study (the Harvard Report) indicated this many years ago. All a
university would like is an accurate description of the student's accomplishment
and level of performance."

"Tn our admissions program, we are not inflexible regarding secondary school
transcript requirements, and over the years we have had a considerable amount

of experience with so-called unconventional secondary schools that follow a

system of written evaluations rather than grades and no ranking procedures whrt~

soever. We can work with this kind of unorthodox reporting system quite satis-—
zctorily, and the candidate in question is not in any way handicapped as a result.
I might add in passing that has moved away from a cenventional grading
system this year, and we are now operating entirely on a credit-no credit plan."

"Thank you for your truly enjoyable letter. Even though your students have not

applied at , we would be happy to accept them. I only wish that more
educators would try some ~f the things you peorle are doing. Keep up the good
work!"
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Chapter 16
Reporting Student Progress

This chapter offers no magic solutions. But among the most often asked questions
are those relating to student progress: "In these open type schools where grades,
class rank, and report cards are not given, relying instead on individual confer-
ences, how do you ever evaluate and report what the student has or has not achieved?
We don't want theory or what might be done. We know there are probably many
possible solutions; but right now we desire a workable model to consider so that
perhaps we can blend various ideas as a way of starting."”

Therefore, for purposes of this chapter, rather than describe the numerous plans,
one procedure for appraising and reporting student progress is presented, followed
by some suggestions for alternatives. Without spending hours, weeks, or months of
planning and discussion trying to perfect a system, methods must be quickly accepted
by a school eliminating report cards in order to allow the new program to function.
Schools have tried required parent conferences, "y 1ank check' parent information
requests, and other types of written forms. None have been 100 per cent satisfac-
tory, but all have usually been better than A, B, C type marks.

No one is asked to accept the suggestions which follow as the final ultimate form.
Rather they are presented here as a practical example of how a staff can undertake
change. A decision must first be made to abandoa the traditiomal reporting
system; next, several experimental efforts are usually .z2cessary before a staff
finally is somewhat satisfied with the results. Usually within a year or two,

i£f not sooner, the staff again finds their system obsolete, or in need of further
revision. Staffs adopting oper schonl patterns must consider new methods of
student evaluation and need concrefs suggestions for how to beginj; they then must
wrestle with their own format.

For example, the present "Experience Record" form which is included in this chapter
will not be in use long as schools will soon be able to eliminate most all refer-
ences to traditional subjects and present team arrangements. Local school termi-
nologies such as expressive, creative, system, environment, and communication hava
generally just caused colleges confusion at this time, and further require a
tremendous amount of clerical work and interpretation. Thus, as a compromise,

for the moment, it is probably easier to use the traditional subject listings,
though soon should come some type of interrelated report. The ccmbinations presented
here are not necessarily desirable in all schools; they may happen to fit a particu-
lar development in one school at a given moment in its history. It does give a way
to record "course titles'" without reference to ABC, or credits, or grade in school,
or even length in time, such as weeks spent in a course, or whether the experience
was a mini involvement, a midi effort, or a maxi in-depth study. The presented
Experience Record, though, satisfies many needs now as it does give future employers
a perspective of the areas of interest and balance of the diet selected by a student
while enrolled. The following paragraphs describe a philosophy and methods which
might be used in a school in 1970. Hopefully, they will offer ideas for a creative
staff to help develop new means of evaluation in the effort to cvercome tradition.

What is worse about staying with the traditional labels is that they perpetuate
the continuance of segmented knowledge. Instead of being considered a person, OT
an individual, Mr. X is known as the art teacher who tzaches the art courses; this
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must cease. People-—adults and youngsterr—-should -Jevelop relevant curricular
experiences by pursuing common interests withou: reg~rd to labels for courses or
teachers. The day is coming; therefore, this method of recording experiences is
not what we ought to be doing, but is only bowing to the reality that as we start
the 70's, only a minority of students, faculty, and parents are willing for such

a "bold," but long overdue, conservative step. Thus the forms here are immediately
usable as a transition step fcr those who need to move through an evolutionary
strategy-

The plan suggested here calls for two, three, or four formal attempts at appraising
and reporting student progress each calendar year. 1In addition, Jczens of other
informal evaluation sessions related to each student's progress should be held.
Theoretically, each student each day should appraise and report, at least to and

by himself, and/or with the teacher and advisor, and/or parent, the progress made
daily. From a practical point of view, this does not happen. However, as much
evaluation as possible is encouraged under the guidelines described below.

On selected dates—-perhaps March 10, June 10, August 10, and December 10 of each
calendar year--or any dates desired~~student progress reports may be given to the
students to be taken home to the parents. These evaluations are carbonized in
cuintuplicate; the blue (or any color) copy goes to the parent, the red copy to

the file of the advisor selected by the student, and the yeliow copy to the student
file in each team center. The fourth green copy is the schoul record. It is
maintained in the planning center until course information is copied on the perma-
nent record, and for reference for parent or administrator cowferences. They can
be discarded at periodic times and replaced by later reports, but preferably are
kept to help figure records for students transferring to traditional schools-

The fifth buff copy is a preliminary form which goes to the advisor fairly on
aftar the decision to become involved in new programs during each reporting
period--or whenever a student selects other experiences; this provides the advisor
information on situdent goals set or experiences desired, and gives assur:..nce that
all staff members are consulting with each student regarding selected learning
opportunities. The final report during each period of time is completed through
individual cciifferences held between each student and teacher prior to the chosen
dates. The advisor keeps all of the advisor copies for all the four "high school"
years. This becomes a bulky but extremely valuable package of student progress

and forms a basis for evaluations for the future. TFor "elementary' students, the
forms are kept for a year and gradually replaced by the new reports of the following
year.

The report months chosen are not magic and other dates can be and are used. Some
set date has been found helpful to assure an appraisal that may otherwise be neg-
lected; it does aid in communication between various team members, advisors, stu-
dents, and parents. Because of the coming of 12-month schools, four seasonal
dates might be selected: spring, summer, fall, and winter. Further, as student
interns are usually available at present from colleges for one quarter only, and
because teacher contracts in most districts are still issued on a fiscal year basis,
it is sometimes desirable to have the evaluations near the end of each college
quarter so there is still time for any desired parent conferences or comments
related to student work with a college intern. However, if only one or twe such
reports are develioped, information may be accumulated through comments left in the
student's folder.

The formal evaluation form consists of four parts. At the time the student deter—
minezs, in conjunction with the teacher-consultant or team of teacher—consultants,
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what he or she desires to pursue, the general goals, desires, or objectives in
very abbreviated form are listed for the affective, psychomotor, and cognitive
domains (they do not need to be identified as such, but the staff should be aware
of progress in all areas and discuss them with the students). These generally are
short descriptions; they can be in behavioral terms or on]y in descriptive notes
which might merely say "still exploring possibilities,’ but at least the advisor
has some information on the advisee. There should generally not be excessive
pressure on the student te start, but there is a need for communication. The
total summary is only one page. Toward the evaluation date, the student and
teacher sit down to discuss whether the original goals have been exceeded, reached,
or not attained. This progress is then noted in the second section of the report.

During or after the conference with the student, there is a third section where
the teacher can make additional remarks from his or her own point of view. The
report is then sent to the advisor. In this way the student's counselor—advisor
receives coples from all the learning teams or teachers with whowm the student
works. The ‘'subject' iteacher-consultants only know what the child is doing in
depth in the =zpecific team; the advisor, however, may have 2, 3, 5, 7, 8 or more
reports, depanding upon the amount of involvement of each student:.

The fourth secticn of each report is filled in by the advisor-counselor during
the conference held with each advisee. Time is taken from a specific school day
to provide an opportunity for these sessions to occur. The reports are then
forwarded to the planning center where the red, blue, yellow, and green sections
are separated. The buff has already been torm off after the first weeks of the
experience and forwarded to the advisor as the preliminary report. The blue is
made available for the student to take home or for the parent to pick up. The
red is returned to the counselor-advisor. The yellow is returned to the team
nenter; the green is maintained in the planning center to record any pertinent
information in each student's permanent record folder.

At the bottom of the regular one page Progress Report is a space for teachers to
rocord "titles" of any "experiences" taken during the report period and to mark
them "completed," '"continuing," or '"discontinued." The completed experiences are
placed on the Experience Record described later. Further, there is a note at the
bottom of the page to encourage parent couments, by a letter from home or personal
conference.

Teachers are encouraged to hold conferences more often and most do. Some students
are involved often with one-to—one evaluation sessions, while others have less
need. Sometimes the conferences are informal and no record, or at least no formal
record, is kept other than perhaps teacher notes in the student folder. However,
many times the teachers fill in with the student the formal four section report,
and they do complete the preliminary copy. This can be done once a week, for
example, if desirable. It can also be routed to the counselor and parent. How-
ever, from a practical view, this informal report is usually filled in for only
the first three sections and not sent to the counselor, office, and home, except
for the preliminary report, and is usually done on a less expensive dittoed form,
rather than the more expensive carbonized edition.

It has been determined that it seems hest to set some formal time for evaluations
(the once ecach traditional quarter approach) rather than let the evaluations
happen whenever the student and teacher feel that it is the best time. Several
teachers usually fail to communicate often enough if left on their own.
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Therefore, the two, three, or four formal evaluations on specific dates insure
that appraisals are completed; however, the informal "do it when it seems best"
philosophy is also maintained by providing for other evaluations to take place

as needed, and by arranging for these to be very informal, somi~formal, or
complete circuit carbonized type of formal reports, depending upon the perceptions
of the student and consultant. In the completely open "free'' school, these formal
reports are not necessary, and certainly not at a specific date or certain periods
of time. Schools which can escape the formality should certainly be encouraged to
follow the informal or ''mo report' approach, but at this moment in time, most
schools still believe they need some reporting structure; the system described
here is one alternative among many.

Parent conferances are still used as a supplement. If the parents desire to

know more, they may make an appointment with a teacher, the advisor, or a team

of teachers, or most any combination of school and student personnel which may

seem desirable. The scheol administration or an individual teacher working through
the advisor mzy likewise initiate the request for a conference with the home,
eirner at school or in the home, with or without the student, depending upon the
circumstances.

In no case in appraising and reporting student progress are A, B, C or percentage
or numerical type grades used, nor is any grade point average, class rank, or
other comparative analysis made. As a student progresses through work in math,
for example, the teacher may suggest a 10 question "test' over the work. The
teacher may even mark 4 correct, but hopefully not 6 wrong. The consultant and
student then sit down to analyze why the 4 were correct and the 6 wrong. If the

6 wrong are important, the student receives help on how to overccme the deficiency.
The student does not fail in terms of an "F'" grade, but the student may have
"failed" at that moment to reach the goals set and/or obligations contracted,
though "contracts' are not the recommended me~hod except in certain instances.

The student may need to review the work zgain or have new goals set; the effort

is to have the individual work at it until it is learned or until it is determinad
that the additional effort is not of that much value-—the purpose of evaluation is
not to determine grades for report cards.

Students sometimes ask for an analysis of how they are doing compared to others.
Typing is an easy illustration. The teacher may say that the approximate mean
of students who type at this school is 45 words a minute with two errors. The
student can then check to see hew his or har skill in typing is progressing as
compared with other students who type.

Informal conferences, from which plans develop that seem important enough to record,
o1 information helpful in further discussions can be jotted down in the ''subject"
o- team file; parent comments can go directly to omne teacher, a team, the advisor,
or eventually to the administration--—depending upon the content and value of the
comments as related to the individual and/or the general school program, but the
advisor is kept informed of all pertinent information. Parent conference summaries
can receive the same type of followup.

For students in what used to be the traditional K~8 years, there is no concern
over "passing'' or "credits'; schools should just be continuous progress opportuni-
tiec. "Courses" taken are recorded on the Experience Record kept in the permanent
file tor that purpose, along with other records such as test scores and subjective
evaluations. Other records are kept in the team folders and the advisor folders.
For the subjective Advisor Evaluation, the same process is followed except a short
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yearly written summary sStatement is made by each advisor for the permanent office
record oo that *here is a compusite profile for each student by the time he gradu-
ates. This summary should indicate the individual's growth and development in the
affective, psychomotor, and cognitive domains, and the perceived potential for
future learning opportunities.

The advisor who has the student during the traditional junior year pulls together
a three year summary of the high school years, so that students applying for
college admittance in the fall of their "senior" year, or for early graduation,

or for jobs have a profile to submit. This needs to be done again at the end of
the senior year. The profile is not as complicated as it may seem. For high
school students during the first year, a short separate summary of the student's
progress is spelled out. Another short Summary is made the second year. The
information of the third year is combined with the two previous years so that one
sheet is still a composite profile. Then the fourth year, the additional informa-
tion needs to be added toc the previous three year picture; thus a composite of the
individual is easily available as each advisor only has a few to write.

Each year a list of the experiences that a student has taken is recorded in the
student's planning center {office) folder. These are listed under each siitbject,
interdisciplinary team, or other such arrangement. but as suggested earlier, the
easiest way now to satisfy the colleges is to list each of the experiences under
a traditional subject column. Each time a student completes a "course" or
"experience,' whether the person spent 4 weeks, 14 weeks, or 40 weeks studying
the subject in depth or only giving it a surface coverage, it is listed under the
most appropriate column; completion is based upon meeting the responsibilities
and work agreed to with the instrtctor. In this manner, a student may have under
Industrial Arts long lists of courses in that area, and also under Art and Home
Economics, but may have a blank under Spanish. This easily shows anvyone the
interest and involvement of each student.

4 college, for exanple, would receive two items: (1) a summary Advisor Evaluation)
the one page subjective opinion statement of the student as seen by the teachers
and advisor including the probability of success in future school work, and (2)

a list of the experiences pursued during the four years (the Experience Record),
jincluding a section fcr standardized test sScores; student activities are listed
under the most appropriate subject column. These pages of information would
replace the discriminatory G.P.A., class rank, and A, B, C syndrome. In addition,
the college would be requested to :end for any other specific information they
needed, depending upon the individual college. The same kind of information would
and/or could be sent to prospective employers, vocational schools, interest
schools, or any other "beyond high school" use the student might need. This

would serve as the student's ''placement file'" until he or she established one
through further work or school experiences.

For a student in the traditional pre-high school years, he or she will have sub-
jective evaluations in the subject folder and in the advisor folder——the Experience
Record, and the Quarterly Records—-the same as the high school student. The only
difference is that in the last four years the yearly summary is prepared more
carefully in terms of college or employer criteria.

Tf a student should transfer in the pre-high school years, his Experience Record
list is completed and the Advisor Evaluation is prepared. If the student is going
to an open concept, nongraded school, that is all that is needed. However, if
transferring to a traditionmal school, a 'grade placemeat" recommendation is sent
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to that school, as determined by the advisor, or in consultation with other teachers,
if it is not for the "normal' yearly growth promotion to the next traditional grade
level.

The flexible high school will genacally be satisfied with the above type report

as is the flexible college. However, there are many rigid schools who are all
upset if standard information is not received. Open schools should refuse to

send grades, class rank, and other, but if essential, should fill out a standard
transcript for the individual. In other words, in order to help the student in
an emergency, the school interprets and transcribes the transcript so that a mini
course in Zen, a midi course in astrology, and a midi course in humanities may

be converted into English II, worth 1 credit. This way the person who is forced
to transfer at the end of the "junior" year to a traditional school can have a
transcript prepared that shows traditional credits in English, social studies,
math, and other requirements, but only if absolutely necessary. We know there

are no magic requirements for all students, tut for the school that still pretends
that there are, play the same game and make out a transcript to helr the student.
This transcript can be prepared by the school counselor and a school administrator
with any help from teachers that may be desired.

Rareiy is this needed for colleges, but it can be done, again to help the student.
The same applies to eligibility rules, scholarships, and other. All students
enrnlled are eligible; thus the forms are filled out accordingly. The same can
be applied to the horrid practice of signing insurance forms to set insurance
rates which is not the business of the school. When a scholarship is involved,
schools can create a class rank that is a subjectively accurate evaluation and
amounts tc the same placement as one devised by any percentage system. It is
dcne by a composite of subjective teacher evaluation at the time it is needed.
Seldom will a G.P.A. be essential, but it can be arrived at through test scores
and subjective ratings of teachers. 1In other words, the student is prctected if
he continues work in a flexible organization which is really concerned about the
individual. If he moves to a rigid, content oriented program, make compromises
if necessary and fill out the appropriate forms. Let it be clearly understood
that the school should not Prepare a dishonest transcript. In other words, if

z student has taken absolutely no math ox nothing in any way related to math,

the school should not create one cradi! ii math. If a student has taken only

two years of English and is rather weak in that area, the 'school should nast create
two more credits in English. However, if a student has taken three years of
English and does well in it, grant a fourtl. year of credit if the student desires
to broaden his or her background in another area; or if a student takes a heavy
concentration of art and music, much of the reading and writing for those fields
can be translated into an English credit. the same as can humanities and other
similar courses.

In Chapter 15 the ''safe regulations'" as spelled out by many states and colleges
were listed. These are usually wrong and therefore should not be forced as

requirements. However, though a balanced diet is recommended-—-some art, some
home economics, some English, some of everything--the parents and students must
assume the final responsibility for the selection of courses. The school should

counsel, but not require or make the decision. If a student lacks a course in
English for admission to a certain college, he must bear the conseguences of his
choice. Because most state colleges still have open admission policies, he can
go to college, but he may not get into some "special" college with very specific
requirements without first taking additional work.
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Schools have tried to make out lengthy behavioral objective evaluations showing
exactly what the student has accomplished in each area. Three things were wrong:
(1) the folder became SO bulky that even though excellent information, the
colleges did not want such a volume; (2) it took hours of clerical time for the
teachers; and (3) most important, standardized behavioral objectives could not be
prepared ahead of time, such as skills in math, and then checked off as the
student completed them. This works in a group required program, but where an
individual program is really followed, it means individual behavioral objectives
for each student in ewvery undertaking, and at present this did not seem feasible
nor necessarily desirablz.

The above descriptions are still analogous to the P-38. This is not a jet way of
appraising and reporting student progress. Most schools are still trying to move
into the jet era. And like the P-38, which was merely a stop—gap measure, this

. type of reporting system may prove to be the same. It seems to be working well

now, as the P-38 worked well for two years, but soon we should be able to discard
the P-38 for at least an early stagée jet. Some schcols may find it necessary to
continue to fly the P-38 until others develop a new method that they can agree

to and afford to buy. If a school works only on one change, namely, reporting
student progress, it is much easier to develop a jet form; but if the school is
small and is working on massive changes, then sometimes the staff must be content
temporarily with the P-38 in some areas.

Atcached are examples of the kinds of forms that can be used; following these
forms are suggestions for other alternatives that are available-~-a P-51 model
instead of a P—-38. 1In spite of the deficiencies in their present reporting
systems, open schools would never return to A, B, C, c¢lass rank, G.P.A., credit
kvinds of forms. The solution is eventually to develop a new model, not zo back
to the oid. Certainly though, some of the information formerly recorded on the
traditional transcripts is of value and should be included where appropriate.
Included on the next few pages are samples of three evaluation forms which when
used as a package form a complete temporary and permanent record system for the
student, parent, school, advisor, college, and employer.

The Progress Report is the summary of student progress as described in this chap-
ter. The Advisor Evaluation is the cumulative summary written by the advisor

each year. The Experience Record is the temporary method used to list ''course
titles" compieted in the various areas and includes activities and test results.
The completior of an experience is determined by the goals set and agreements
reached betwean the student and instructor or team, and as vecorded on the Progress
Report.

The Progress Report does not go to the college or transfer school, but the
Experience Record and Advisor Evaluation are sent toO colleges, tr.nsfer schools,
employers, or other interested and qualified partiss, upon request of the student.
They form a tentative placement file for the individual.

Tre fourth sample, the Subjective Conversion Process, is a method for determining
G.P.A.'s and class rank in the extremely few times it may be absolutely essential.
It includes the procedures, the possible need, and the rationale behind suca an
effort.
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PROGRESS RZPORT

Name of Student

Subject/Team Ceprter

(Last Name) (First Name)
Advisor__ F W Sp Su o Instructor(s)
L (Year)
A. Goals set by studeat and teacher. Date
viewed by Date

B. Adjustment/accomplishments toward goals as
student and teacher.

C. Additional comments by teacher.

D. Advisor comnments.

E. Disposition of the experience:
Experience Titles 1.

Completed Continuing Discontinued

2.

3.

——
———

Comments

NOTE TO PARENTS: If you wish to hold a conference with the above-named instructor(s)
regarding this report, please call the school and make your request.
1f you prefer, you may wish to respond with a written statement.
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ADVISOR EVALUATION

Cumulative Yearly Summary Student's Name
Date

(*Note~—Use reproducible pen,
pencil, or typewriter)

Advisor's Name

This is a subjective evaluation made by a teacher with whom the student has counseled
during the past year. It is cumulative in that it includes a summary of previous
evaluations of advisors,

and it represents our best knowledge =2s to the developmern:
of the student as of the current date.

(1) Growth and Development in the Affective Domain: (Examples: self-image, responsi-
bility, self-direction, motivation, creativity, person relationships, eriticail
thinking.)

(2) Growth and Development in the Psychomotor Domain: (Examples: physical maturity,

handicaps, fine and gross motor coordination and skills, strength, athletic
ability.)

(3) p

rogress and Achievement in the Cognitive Domain: (Examples: knowledge, inferest,
skill in subject areas—--art, English, home, ec., math.)

(4) Observations Regarding Future Interests and Goals: (Examples: work, vocaticnal

school, fine arts school, large university, small college, financial factors,
‘marriage.)
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Mathematics Music

Physical £d./Health

Science

Social Studies

Other

Test Results
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Subjective Conversion Process

Hopefully schools will not have a need for this conversion pivcess, but occasion—
ally outside forces such as a special college or a scholarship request demands a
G.P.A. or class rank. If one is ever needead, it can be obtained in the following
manner: (1) The school counselor interviews those instructors who know the student
and receives a subjective rating as to what traditional mark (A,B,C) the student
would probably have earned in that subject field, as judged by the instructor.

Both current and past inst-vctors who may still be in schooi and who know the
student will be interviewed. (2) The school counselor may get subjective estimates
fvom teachers and the student's advisor as to a "guesstimate”" G.P.A. and class
rank. (3) The school counselor can look through the student's files amna the Pro-
gress Reports. (&) The ITED, SAT and other test results may be studied. (5) The
counselor is sometimes aided by other records such as thoce received for transfer
students. (6) The counselor should interview the student regarding the student's
own self-analysis. (7) From the above six sources, the counselor can reach a
determination as to a G.P.A. and class rank.

The above procedures will seldom be necessary for the students under the following
conditions: (1) the student who does not attend college; (2) the student who goes
to an open enrollment college, junior college, vocational schcol, or fine arts
cchool; (3) the student who goes to a smaller liberal arts school which relies
heavily on entrance examinations; (4) the student who attends a more flexible,
open concept college. Thus only a few individual circumstances will demand the
traditional rankings.

When open concept school graduates do run into G.P.A. and class rank difficulties.
there are three things that can be done: (1) Parents and/or the school can go to
court and battle the system; (2) the student may alter his plans——go to another
college, try for another scholarship, apply for another job--remember the family
accepted some risks by attending an open concept school; (3) take the easier way
out by allowing the school to determine a G.P.A. and class rank.

G.P.A.'s and class rank figured as above are not false, as all such evaluations
which claim to be objective are based on subjective opinions. For example, when
the English student is given a B on a theme, the instructor has given 2 subjective
grade. Wnen the history professor gives 100 "objective questions,' his selection
of the 100 is subjective; so is his decision to maiz 92 an A and 91 a B. Thune
traditional school claims it has an objective analysis because it gave numbers

to subjective decisions. All the open school is doing is creating “objective"
G.P.A.'s by determining them after the completion of the experiences rather than
at the tiwme of the specific grading period by going back and interviewing, study-
ing reports, and evaluating tests. Though it is realized that colleges see these
numbers as an indication of ability to do college work, not all students attend
college; in the open concept programs, these rankings aie as destructive &s
separating by race, religion, or eccnomic factors; therefore. seldom will thesse
be necessary. The comtinatio. of the student"s Experience Record and Advisor
Evaluation should provide the kind of information which will enahle collages
and/or emplo ers to make intelligent decisions regarding that student's chances
for success. The admissions director or employer who feels that he cannot make

a judgment based upon these records should write to the school for add. :iomal
personal information.



Other Alternatives

There are, of course, many other methods for appraising and rerorting student
progress. The main point is to eliminate the A, B, C, class rank syndrome. For
those not preferring the approach and forms just described, presented now are
steps which can be taken which are alternatives of the previous plen. These are
more moderate in their approach and provide for a more gradual transition. Much
of what is presented is repetition, but it does aliow for a different path to
eventually achieving the same gecals. It is based more on the parent conference
approach and offers guidelines in this direction.

(1) In preparing for appraising and reporting student progress through parent
conferences, teaching teams should meet to plan for the conferences, to decide
on formats of report forms to be givea to the individual student advisors, and
to discuss the format and the method of scheduling the individual conferences.

(2) Each teacher should individually evaluate each child in much more detail
than when completing the old report cards. They should try to diagnose and pre-
scribe. They should say, ""This is where he was when he came to me in September,
this is where he is now, this is where he s«=2ems to be headed"; then the next
question to ask, based on the strengths and weaknesses of the individual, "Does
the progress seem to match the student's interests, needs; and abilities?" The
adults should identify the prescription being used for each child to maximize

his strengths and overcome his weaknesses. They should try to know the student
as well as they know themselves.

(3) Each teacher should then have an individual conference with each s ndent to
discuss his or her progress to date, and to suggest future directions. ‘he stu-
dent should have an opportunity to discuss with the instructor his or her feelings
toward the success he or she has had during the school year. Take time for many
of these short individual conferences with students—-in the long run they are
supericr to large .group classes.

(4) Record the information about each child on the evalvation form which is
being used for each class, or subject, or team. Staffs should not be interested
in above average, average, and below average ratings, but instead should be
concerned about individual progress. Each check sheet should identify skills
and concepts being pursued by the individual learner. Theza can be combinations
of behavioral objectives, check lists of skills, chapter content, completed pro-
jects, or other, depending upon what has been accomplished in curriculum and
individualization to date. They can primarily be written teacher comments, but
they must be specific enough to indicate that this seems to be the diagnosis for
the particular child, and th.s seems to be the appropriate prescription. For
example, the patient hss appendicitis is the diagnosis--the prescription, surgery
next week.

(5) The team should then meet to make sure each advisor understands the forms or
check sheets used by various teachers in the team. Individual records for =zach
student from each of the subject areas or various consultants are given to the
advisor to review in detail. Every student should hava several folders in schnol.
One should be his permanent folder which is kept in the Planning Center; another
should be a yearly progress folder which is kept by the advisor as a record of
achievement and growth durins the year in all areas. Others should be kept by

each individual teacher for each child in the particular subject area. For example,
each student should have a math, English, and art folder, or one in the creative,
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expressive, and system centers, if interrelated, as well as the yearly progress
folder, and the permanent one.

(6) After the advisor has reviewed each of the folders for his or her individual
counselees, the alivisors of each team should meet as a group about those whom they
are most perplexed at present; however, over the year, every student ougnt to be
carefully considered by the team. This type of team approach will enable teachers
to ultimately know students much better than was ever poscible under the "my
student and my classroom' approach.

(7) The advisor then can prepare for conferences with the parents, and can pre-
pare reports for other teachers, schools, and colleges, The advisor can comment
on all courses taken by the student as well as provide a summary of the knowledge
possessed about problems and growth in the cognitive. affective, and psychomotor
domains. The advisor may or may not want to have the student as well as the
parent attend parent conferences. The form of the conferences can be individualized
to suit each teacher, and whether individual teachers are scheduled out part of
each day, or whether parts of the school are closed for half days or several <

or whether meetings are held in the evenings for some with compensatoTry time fo:
teachers feor the night conferences is not terribly important. Whatever manner
members of the teams feel that they as =2 team, and as individual teachers can be
most effective should be the criterionj the evaluaticn approaches should be
arranged to fit their patterns. Generally, conferences for half = day seem to

be effective for most people. If each of the advisors have 12 to 20 advisees,
they should decide whether they want 15, 20, oxr 30 minute conferences, depending
upon the need. The length of written reports can be varied in the same manner.

(8) When conducting parent conferences, if a parent is satisfied with the con-
ference, five. If the parent is satisfied with all but one raport And wants to
see that individual teacher, an additional conference can be scheduled. If the
parent is completely dissatisfied and wants to see all of the teachers, the school
should attempt to set up a team conference at the school's convenience.

(9) By the end of the first year, these evaluations should be quite sophisticated.
Over the years, they will cratinue to improve; all these steps may not be possible
on the first attempt, but each teacher and each advisor must do their very best to
know each individual as thoroughly as possible; the teacher-advisors must be able
tc report on a diagnosis-prescription basis the progress of each child to each
parent. Remember the students heve chosen the teacher~counselor in most cases as
one they can relate to and one "+ whom they have confidence. Each advisor who
feels that perhaps he or she does not know a particular advisee as well as neces-
sary, must be sure to have more individual conferences with that student soom.

This system makes each teacher a counselor—-consultant~advisor. Schcocols can then
use their trained counselors in true counseling roles, and not as glorified clerks,
as many now are forced to operate.

One method for scheduling corferences is for schools to plan on two pacent con-
ferences a year—--one in the fall and one in the spring. In addition, one Or more
of the teams may decide they desire a third or fourth conference, and indi . fdual
advisors or individual teachevs mav schedule conferences whenever they desire OF
as needed. The types and numbers ol reports sent to other ins’ *utions wway alse

be varied. As another slternative to formally scheduling ''you zome'' confee-
ences, parents can be given two tc four "blank checks' for the year, and w' .ne
they want a conference, they a blank check. They send in the reque:’ . ¥

informaticn to the scho L; a check list response showing the amount of success
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toward experience completion and to what degree of satisfaction can easily be
gathered and mailed home. If the parents are satisfied, no personal conference
is necessary-. I1f they want more information, they can call for a session with
the advisor and/or teachervrs.

(10) The teams should agree in general as to the forms that are used, but each
teacher should individualize the report according to the objectives sought. In
cther words, individual teachers may create their cwn report forms, but the team

¢ 1ould be in agreement as to the general type of report to be used, so that inter-—
precation by all concerned may be facilitated. The individual student folders

as compiled by the advisors are passed on to next year's counselor, with any per-
tinent permanent information recorded in the individual's file ir the office.

This information can be forwarded in the case of transfer or graduation.

High school teachers may use individual forms for conferences as agreed to
generally by "e team, but individualized for teachers and subjects. However,
the high schoo. staff must also reach agreement as to a written form that can be
sent on tocolleges and employers. Schools should attempt to reach agreement with
colleges which serve their constituents as to the format auceptable to both the
high school and college as a method of evaluating students. While neg~tiations
are underway with traditional colleges the first yea:r, separate lists with A, B,
C marks can be recorded on forms to be used in .ase ore of the students applies
to an obsolete college that will accept nothing except grade point averages.

The school can go back and figure up a G.P.A. for that student, as schools should
not deny any individual the opportunity to apply to any college he desires.
Thougn the college is wrong in requiring grade point averages and grades, high
schools are the ores who must be flexible enough in the present stage of deveiop-
ment to provide whatever the students need to get into college. Hopefully most
cf them will accert the proposed forms. 3chools have found that the better
colleges are most willing to work wich schools and accepc the students without
tie usual rituals. The true open schools do not give any grades of any kind or
}-ep a separate file of ABC's. The philosophy says no group comparison report
curdés, 5o none are given. All students whc desire always get into a college.

In addition to the achievement evaluation, there can be a separate attached form
filled out by the counselor which would cover student activities and other informa-
tion of value for the colleges. The schools can include cover letters explaining
the nature of theivr programs and ask for collage cooperation in accepting students
in these pilot efforts. High school teacher: should try to make their evaluations
meaningful to the colleges and tell them mcve than was ever possidple with the A,

B, C type of report.

Depending upon the forms being used, if a student were 2king seven courses, for
example, the college may receive a Ieport for each subject as prepared by the
teachers of that subject on a cumulative basis, plus one summary sheet on act .vi-
+ies and ott °r objectives. Thus a college might recreive eight statements about
the student, Llthough four smaller composite pages go better with the ~ollege
admissicns offices. The size of these forms should be determined by the team; a
start is needed in each schooul, and even though all usually need revision after
the first effort, they can be used nationally to get the movem.nt started. Ulti-
mately, much of this type of reporting can be somewhat formalized, but the first
attempts at evaluation shculd be by hand, and individualiz:d for students and
school programs as much as possible.

One thing to remember is that no student should get a D or F grade or the equiva-

lent. In other words, a student does not pass OrT fail--either he completes the
Q
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course to the satisfaction of both the student and the teacher, and thus one of
these forms is filled out for him, indicating completion, or he just has no record
at all, indicating he n=ver took the course, or at least never completed it. If

a student is having difficulty in a course he is pursuing, then it must be deter-
mined whether or not the course and objectives are right for that student or
whe“her they should be modified. Generally speaking, if a student is doing poor
work, it is the fault of the school by having the student in the wrong requirement,
or having failed to personalize the program, or having provided the wrong prescrip-
tion. When we are sure it is the student's fault, and this is sometimes true with
students who have problems in the area of the affective domain, we ought to do
everything we can to overcome the difficulty the student is having so that he can
pursue work that is meaningful to him. Usually advancement in the cognitive area
27i11 occur when the hang-ups in the affective and psychomotor domains are cured.

If a school is iu a community where some parents are just extra hard-core about
report cards, there is a way to solve the situation. DEVELOP THE CONCEPT OF OP-
TIONAL REPORT CARDS. Why should those who don't want them be forced to receive
them because of a group of resisters. Have a parent meeting one night; the admin-
istrator can preach no report cards, followed by a panel of teachers and parents
who also sell the no report card system. bLuring the question session which
follows, almost always there are a few who insist on having a report card. At
that moment, when the going gets rough, say, "If there are still some of you who
want report cards, even though the school doesn't advise them, leave the nama of
the student and parent in the box at the back of the room"; the schocl can then
compile a list of those students and tell teachers if they have one of them,

mark their papers with red pencil, keep grades, and every nine weeks send home

a report. For those who do not put their name in the box, prepare oral coafer-
ences or other type written reports. This optional method generally worksz beauti-
fully. Use th - same concept on hall passes, attendance slips, and other. The best
schools ' 1't have any; nc student has to bring a note from home or carry a pass,
but i~ some parents insist, let them sead a note.

Hopefully some of these ideas will help more schools eliminate report cards and
passes. One day in the near future they will be a thing of the past. In the
m¢antime, a few pioneers must explore the possibilities. Schools which have
abandoned the report card system realize the relaxed, less pressured atmosphere,
and are convinced that both the affective and cognitive domains will in the long
run greatly improve.
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Chapter 17
Year Round Schools

The year round school is coming; the lighted community school is coming; the
school in the community is coming. These three concepts cannot be Jdenied during
the 70's. Common sense indicates those directions are essential, and economics,
technoiogy, envirounmental concerns, and the need for human and physical rescurces
will overcome all the traditicnazl arguments against their implementatic.a.

In the long haul these concepts will save money and provide for human Teso. es
to a greater poteniial than ever bsfore. S:hools open seven days a week and
late into the night—-all night in some coumunities-~vwill provide meeting places,
learning opportunities, exercise and leisure time pursuits. When the school
moves into the community--imntr the art centers, the businesses, the industries,
the music hzlls, the parks~~t;:.e conventional school house can be reduced in size
or can accommodate a heavier load than present--for students will be out in the
conmunity for much of their week; additionally, as tec)nology increases, more
learning will occur at home through computers, retrieval systems, and quiet
independent study.

Books could be written on the lighted school and the school in the community
concepts, as weil as the year round school, but rather than describe any of these
in detail, this chapter will attempt only to highlight the advantages of the year
round school as an introduction to the exciting breakthroughs that will descend
upon education in the decade of the 70's. Only a few school districts have had
experience with the yezr round school, and many of them have only been in opera-~
tion a year or two. But the notion is not new and much thinking has gone inco
the planning stages. Presently there does not seem to be a best way. Thus
educators should look at the efrforts throughout the nation where individual
schools, school districts, or state departments have made major studies or have
piloted these ¢fforis: from there it is up to each school district staff to glean
idez~ that would work in developing a year round school in their community.

Those who have worked in twelve month schools have uncovered some amazing ''little"
differences that are beginning to pay off. Continuous progress year round schools,
for example, have discovered that the stock market peaks and depressions begin

to disappear as a group syndrome. In nine month schools, administrators can
fairly accurately predict that in early November and late February, faculty morale
will hit bottom. In November the staff is too far away from the start of school

to be fresh from the summer; tnere are prohlems in their classes or with school
policies, and Christmas vacation and June seem like years away. In February the
winter weather coupled with midyear fatigue and no vacation in sight until Easter
causes another let down.

In a ~ontinuous twelve mont\ program, teachers' vacations are staggered. They

are not all hired at the same time, do not take three month summer vacations at
the same time; they still hit tte same individual ups and downs, vut the school

as a whole remaine more on an even keel. Further, there is uot the frustration

of retraining a whole group of new teachers in the fall, or sicaing out an entire
group in the summer. Nor is there the problem with students having the same up
and down an? .tarting and stopping and registration peaks, with the famous three
weeks of drop-add. Students coming and going as individuals prevents the -alamity
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of mass exodus and entrance, and saves many hours of wasted time getting started
cach fall and closing each spring.

Howvever, most school districts have failed to trulv explore the advancages; they
have gotten cold feet when they tried to studv the issues and then ran into con-
version problems related to money, community attitud.s, bussing, vacations, course
scheduling, and all the rest. This chapter is not going to explain how to handie
these mechanical details, but rest assured they can be solved. Rather, the focus
is going to be on the humanenéss concept of a vear round school; if there were no
other advantages, that one word should be enough to force implementation. Fortu-
nately the other advantages are there too. IMuch of what will appear in the follow-
ing paragraphs was first published in the August/September, 1970. issue of the
Instructor magazine. More detzil is added here, but the general comments are the
same. Further, some repetition will appear from other chapters, but it reoccurs
here as a further illustration of how all the 69 changes listed in the glossary
mist be intervoven if inmovatiun and revision in schools is to be =uccessiully
accomplished.

As the title of this book denotes, lumaneness is the relevant word in education
today. ASCD's yearbook, To Nuture Humaneness, keynotes the emphasis for the
schools of the 70's. The affective domain is more important than the cognitive,
though both interlock and help each other. In developing a humane school, one
of the most important concepts is tha+ of the year round school. Remember,
though, that while the school is open for learning opportunities twelve months
of the year, closing perhaps for only a two week winter vacation break, one week
in the spring, one in the sammer, and one in the fall tc provide a littlz group
retooling time-—thus students could ~ttend almost every day of the year--forced
twelve month Schooling is not advocated here. Rather students should attend
school during the twelve month period when it is most appropriate to individual
and family needs. Thus a student could take the summer off as in the past, or
go all twelve months; it is anticipated that among the faculty and students,
some will always be on vacation, in the community through relevancy projects
perhaps sponsored by or with the scheol, or taking a day off.

From an economic point of view, *‘ae year round school makes sense. We can no
longer tolerate use of school buildings one~fourth of =zach day, one—half of the
cays of the year, and three—~fourths of the months of th=2 year. We buy portable
classrooms and adopt split shifts in some districts, yot the schoolhouse sits
empty the major portion of the hours of the year.

Beyond the economic factors is the realization that year round education providas
for students and taachers learning opportunities never hefore available on a
constant, immediate basis. Nc longer is the student restricted to.learning from
8:30 to 3:00, from September to June.

But even more than economics and opportunities is the notion that .f education is
ever to reach a professional status, in an environment where humaneness dominates
the theme of education, then schools must remain open all year round. For yeasrs

we have preached councern for individual needs, interests, abiliti.s, and diff :rences.
tJe claim we have these cliches as basic goals-~centered around empathy, concern,
relevancy for the individual; yet in school after school, college ariter collegze,
yvear after year, all over the country, students are requived to be in school from
September to Tune to sit in group-prescribed, group-paced jnstruction.

Group diagnosis (all seventh graders need math), group prescrip ion (all seventh
graders must take math), hall passes, study halls to enforce ri id regimentatioa—-
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the typical procedures by which most schools still operate today~-will be the death
knell of what we now call free, required public education. Perhaps it is best that
the present nine month American school system decays; it could not be much worse:
further decay may te a blessing in disguise by finzlly forcing the sadly needed
rejuvenation of educaticn.

The three advantages of the year round school mentioned thus far, those of eco-
nomics, continuous self-paced learning opoortunities provided to both students

and teachers, and humane considerations are real. As just one small example of the
humane aspect, look at the problem of the carp:nter. In Minnesota the January
temperature sometimes reaches a minus 30 to 40 desrees; the snocw often is piled
high. It is vather difficult f-r the carpenter to build houses in these conditions.
He must work six or seven davs a week during the s'rumer to construct Minnesota's
buildings and to earn a living for his family, for he is slowed or idled in his
profession during the worst periods of consrruction weather.

“ut can he take a family vacation in January? Can he go swinming in Febrmary in
Puerto “ico or in some other place that many might choose? The response, of course,
if he is a familv man, is a big NO. Why? The answer is obvious: the ritual of
the public school, not based upon any research or any corsideration of humaneness
for the individual, says that the children of the family cannot miss January and/orx
February. The child must be in school. He cannoc miss those magic months; he
cannot miss the lectures, the homework, aund the think-and~do tooks. Under cxeat
stress, the child and family face conflict and punishment if school is shipped.

The <hildren must iiunk, or be retained a grade, or not be able to ''catch up."

Why don't educators in Florida let their families tske vacation in .'anuary so sOme
can go North for cnowmobiling, skiing, and ice fishing?

All of these obsolete superstitions are based upon traditions and ~onvenience.
Students are the pawns of administrators, teachers, and board members who look

for the easy way out. Johnny canuot miss school becsuse of the group-paced redqlire~
ments and group-paced instruction. Yes, some students are absent because of illness,
and we overlook some of their "missed work'; but look at the pressure put upon the
child to "catch up" so that they can regurgitate cognitive answers on final exams

at the same time the other students take them.

What research, what cvidence do we have that Pete and Sally cannot learn in c.u.

and August? Why not let the family vacation in January? It is not only the carpen~
ter. What about the railroad worker iow on seniority who receives a January vaca-
tion, or the school superintendent who can best take a vacation and who should
change jobs in a nine month system in January, or November, not in July? Limited
summer school programs, whether enrichmenc or remedial, ar mnot the answer. Forced
ruarter plans are not the answe.s either, though they are much batter than the
September-to-June syndrome. If schools truly operate on a personalized program,
individualized instructi. a1, and continuous progress philosophy. the year round
environment becomes a realisti , yractical, humane concept which most school Jig-
¢ricts can undertake immediately. Nuts and bolts details as to teacher contracCts,
studert enrollments, staggering vacations, cleaning buiidings, and all the othér
minutiae, though important and realistic considerations, can be overcome by committed
school boards and aducatcrs.

Some schools in 1970 are really serious when they sav they believe that schoois
must truly be significantly different if thev are not only gcing toO survive, but
if they are really to be significantly better. Staffs are becoming determined
to develop a humane school. e year round concept s only one of the many
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necessary changes, but without adopting it, much of the humaneness philosophy
could not be implemented. On the other han<, some of the other revisions are
essential too; otherwise the ritual of closing schools in summer, OT continuing

to hold separate summer sessions would be hard to break. Worthwhil: changes are
interwoven co the point that they affect many aspects of the learning environment.

For example, one of the humane approaches that interweaves with the vear rouwd
school has been to let students choose their own teachers, but the six factors
mentioned earlier in this book do relate to "he mechanics of matching vacation
periods--—personality {the student and teacher must relate); perception f{the stu~
dent and teacher must perceive simiiar goals and relzticnships); age (some students
do better with the young swinger in the short skirt——others wich grandma); sex
(some are better with male teachers, some with femaie); interest (common topics
of concern); skill (the teacher/student abilities must match). The opportunity
for students to choose their own counselor, who 1s also a regular teacher--an
adult to talk to-—further complicates the system. Each teacher is concerned with
a few students who choose that adult, but if their vacations do not jive, and
rarely do they, then temporary advisors must be arranged; thus the mechanical
organization of blending teacher and student vacation periods does :ffect the
development of year round edagcation.

Students developirg their own curricula as ~uch as possible, including those anti-
cipating completion of the traditional semior year in 1984~-also complicates the
mechanical process. But if relevancy is the key, and twenty-five years of resc irch
validates the notion that students learn best those things which are relevant and
meaningful at this moment in tims, and if individualized instruction, independent
study, and small ¢ oup mini-courses are factors, then these are realities which
must be considered in planning and implementing a year rcund school. Further,
conceots such as "with freedom goes responsibility and courtesy,' cntional attend-
ance, self-direction, decision making, open campus, and individual choice are all
part of a hwnane year round achool, but they again complicate the process of
organization.

Mechanically, nongraded schools built arcund interrelated team centers, consultants
working as members of cross—discipline teams, home economics, art, industrial arts,
physical education, and other former "second class citizens' being treated equally
with English and social studies, indiwvidual evaluation, no report cards, class rauk,
grade point averages, emphasis on the affective first, the psychomotor second, and
the cognitive last, all have an impact on t. e arrangements for the year -round
school, as does the belief that learming how to learn, and learning that learning
is fun are more important than the so-called "'basic skills." '

¥Further, producing daily smorgasbord schedules, thus building over 240 in the year
round school instead of one master schedule as most high schools build each year

or instead of one assignment to the self~contained elementary room or instead of
one computer development of the inflexible flexible modular flexible schedule which
provides five patterns of one schedule; writing and converting to individualized
materials; remodeling traditional rooms; improving the physical environment with
carpetg, plants, animale, and bright colors; decentralizing the .ecision making
process with new roles for administrators, faculty, parent, and student groups;
developing a lighted community school; revelutionizing ceacher education programs—-
these ideas all affect the year round school concept. The mechanics of being open
twelve months is not enough. The entire program-—the philosophy, the curricula,
the learning methuds, the organization, the facilities, and the evaluation proce-—
dured--must be dramatically, rapidly, massively reviszsed.
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There are many year round efforts now under way. Before deciding which direction

to take, the school or d'strict (hopefully soon most all districts in North America)
planning a year round school should investigate many of them. Fer example, as of
1970, the Atlanta and Fulton Ccunty, Georgia, schools have adopted a quarter plan
for the secondary students where the individual may choose to attend three of the
four gquarters. Jefferson County Schools, Louisville, Kentucky, have adopted a

year round school concept fer K-~12. The 45-15 plan in Vallev View District in

Lockport, Illinois, is an imaginative way to solve space problems. The State
Department of New York has been a leader in developine alternative plans for impie-
menting vear round programs. Pennsylvania is ncw pushing the ye_r round school, as

evidenced by the Second Annual Seminar on Year Round Education held in Harrisburg
in April, 1970.

A number of other states and schocl districts are heavily involved in studying

the year round scheol. In Michigan, for example, several communities such as
Northvi ™~ and Utica have made exhaustive studies of the feasibility and advantages
of extended year school:. Many writers are advocating the year round school, and
thus articles and bookle:s are becoming avuilable. Probably the most prolific
summary of the entire present movement on year ro+~d schools, as of 1970, has been
compiled by tho Utica, Michigan School District (s: Slinke, Bibliography).

A recent publication titled The Year-Round School. produced by the Association of
School Administrators, points to the platform adopted by that organization which
calls for "extended use of all scheol facilities for educational ani recreational
purposes.' It also includes a quotation from a 1966 address given by President
Johnson:

Tomorrow's school will be a school without walls——a scheol built of
doors which open te the entire community.

Tomorrow's school will reach out to the places that enrich the hvman
spirit--to the museums, the theaters, the art galleries, to the parks
and rivers and mountains.

It wiil ally itself with the city, its busy streets and factories, its
assembly lines and laboratories~~so that the world of work 4.es not
seem an alien place for the student.

Tomorrow's school will be the center of community life, for grownups
as well as children—-"a shopping center of human services." Tt might
have a ~ommunity health clinic or a public library, a theatex and
recreation facilities.

It will provide formal educaticn for all citizens-—and it will not close
its doors any more at three o'clock. IT WILL EMPLOY ITS BUILDINGS ROUND
THE CLOCK AND ITS TEACHERS ROUND THE YEAR.

While all the many studies and plans © 4 round education that have been
developed have much to offer, and for 1= school districts there is no doubt
that the multiple tria's, or quarters, or 45-15 systems fit best at this moment
in time because of me thanictal si_uations such as enrollmeunts, finances, and
facilities, in the nexv ie:i: years there will be a decided trend toward the year
round continuous progiass plogram now under way. The ability to come and go at
any time as needs dictate thrcaghout .he year is a tremendous advantage that far
outweighs quarter or othex plaus.



But further, more leaders are becoming committed to the notion tha: all 69 concepts
1isted in the glossary must be implemented for a district to truly develop not just
a mechanical vear rcund school, but rather a humane year round apoproach. These
educators u: e ex.:ted about the prospacts of what can ultimately be done to further
expand and improve the guality of the programs described above. Most important
is that the twelve ronc!. pioneers will never be forced to turn back the clock to
the obsolete Septe ot >r > June formuta, but instead can continue the search for

truly better, rele  Tmi. meaningful year round personalized, individualized approaches

for all students.
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} Chapter 18
Reforming College Education

Probably the most unanimous agreement that could be reached in 1970 among the
nation's public school teachers, undergraduate and graduate students, and other
past college enrollees is that the educational institutions most resistant to
change, and the ones most in need of revision ava the colleges and universities
of the United States. Obviously there would b2 those who disagree, and most
unfortunately, those who are the most vocal and wOst politically resistant are
the faculty members of the institutions who hold the majority of the seats in
the faculty senate and important committees.

Coupled with timid administrations, or administrations entangled with the various
external and internal pressures, law and regulations, and the fact that there

are no alternatives for the student (especially those without money) , the col-
leges sit tight. They know that if an individual wants a doctorate, that person
must have their college signed union card; therefore, if the student doesn't like
the way things are run, the choice is to quit. No one is forced to attend col-
lege. 1If on a grant-in-aid, the student dare not protest too strongly for fear
of losing financial support. '

Add to these factors the student unrest over Vietnam, the minority studies
demands, the drug problem, bombings on college campuses, strikes and demonstra-
tions, shootings by National Guard troops and police, and presidential commissions
on campus unrest; it is easy to see why significant change in the organization
and curriculum of these institutions has been massively stalled. On the other
hand, it is interesting to speculate how much longer student protest will center
on Vietnam, the society in gemeral, and "minority" recognition rather than the
raquirements and methods of teaching. In 1970, a common practice is to allow

no more than three absences without an M.D.'s signature. No wonder a revolt is
on the horizon.

The suspicion is great that unrest will soon turn to the learning programs.
Chances are taat demands to have input on the hiring and firing of professors,
the right to evaluate professors, the right to have a hand in the selection of
the administration, the right to help determine a relevant curricula, and the
insistence on a thorough review of all college requirements and policies will be

. paramount in the next round of student protest; already dormitory living regula-

tions, hours, dress codes, car policies, drop-add procedures, and grading systems
have come under attack and have been modified. These have been only small begin-
nings. The explosion is yet to come; and what will be a shocking surprise to
many is that if the unrest is in the form of peaceful dissent and involvement in
discussions, committees, and meetings, and if the demonstrations go no further
than for the entire student body to walk across the street and sit on the curb,
the students will be supported by a growing number of educators and parents. The
irrelevancy of most college four year programs is appalling in the majority of
cases.

There have been iimited reform efforts at the college level. Several institutions
have developed open programs and have tried to pioneer the college of the future.
The smaller cluster type structures inside a larger university or paracolleges
within a university have been other examples of the recognition that change is
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needed. But in about 99 per cent of the state college and university levels, the
public domain has had 1little alternative. If the student was forced by one or
more circumstances, such as finances, to go to the state institution nearest his
home, he or she had to grin and bear it. Obviously not all of the campus sScene
over the years had been bad. Many students have learned a great deal and have
fond memocries of four to eight years in the ivy towers. But now has come the
recognition, that in spite of all the good these institutions have achieved, the
time has come for immediate reform.

In the remaining paragraphs no effort is made to solve all the ills of what we
have mistakenly called "higher education.” No profound words of wisdom or de-
tailed analysis of the situation with specific blue prints for reform are intended.
The nation has very few models of change which to observe. The movement toward
new directions in college education is just gathering steam. But it is coming

as evidenced by magazine issues such as the September, 1970, Kappan, which was
devoted to teacher education specifically and colleges in general, by the inno-
vations occurring in the smaller liberal arts schools, by the college-within-a-
university plans, the school-within-a~school efforte, and by the smouldering
student unrest.

Further, federal funds have become more heavily involved than ever before. The

3 million dollar research program in teacher education by the U. S. Office of
Education's National Center for Educational Research and Development cannot heip
but have some effect. The Teachers Corps is committed to the notion that schools
won't change until teachers change and teachers won't change until schools of
education change. To this extent it has pledged its entire funding of 31 million
dollars for a single fiscal year only to educational institutions willing to

make basic changes in the way they prepare and certify teachers. Whether their
present efforts toward competency-based education is the right answer is ques—
tionable, but certainly the ideas will cause reform in teacher education and in
the colleges as a whole. Add to this the facts that present private funders

such as the Ford Foundation are calling for reform in higher education as evi-
denced through speeches by their current leaders, and the demand that the
Nationzl Association of Secondary School Principals is making for radical change
in urban schools mean that conventional college programs are living on borrowed
time. Technological developments, the attacks on compulsory attendance laws,

and the schools-without-walls movements will hasten the end of many cherished
traditions.

The major purpose of ‘including this chapter is primarily to draw attention to the
need for massive reform at the post high school level, and to offer some observa-
tions of ways this might be developed. A general look will first be given toward
possible workable solutions in reorganizing the total college, and then at teacher
education within that college. No one has the magic wand now. We can dream; we
can draw from the experiences of the few colleges which have changed, and from
the nine federally funded programs developed in schools of education in a variety
of universities, along with other types of alternatives provided in various uni-
versities. Hopefully these comments will spark some dreaming as to what possibly
can be done to innovate at the college level. And, of course, many of these same
ideas can be applied tn vocational schools, community colleges, and fine arts and
business schools. There is a commonality of need in most all post high school
institutions. :

For purpoées of discussion, assume a university of 15,000 students. Right away
this begins to say ''too big." Second, it begins to say "no alternatives,' as

194

199



it probably is run in the same fashion for all 15,000. But we know that in
individualizing education, having the same process for 15,000 is wrong. There

are a dozen ways to attach the problem of change in both big universities or

small colleges. Whether the size is 2,000, 15,000, or 40,00 , the basic concepts
work the same. For example, the institutions can be divided and subdivided into
two units or 12 units. But the important point is that they not be left alone.

For ease of illustration, only one example of one way to reform a major educational
complex will be presented, but it should lead to speculation as to other methods.

This university of 15,000, serving predominantly a farming area, though growing
yearly in diversilied enrollment, coull easily be divided into two colleges.

One central administration for the university could coordinate finances, build-
ing utilization, and policies which would need to affect both colleges. Both
colleges could have vice-presidents in charge, responsible directly to the
executive vice-president and president. But there the similarities would end.
College A and college B would be opposites, as could a college C and D if they
were desired in a further subdivision, or as parts of college B. The more alter-
natives, the more options for individuals, the more humane the institution. But
for ease of starting almost overnight, two may be the limit--at least for the
first year of a major breakthrough.

Of the 15,000 students in the university, perhaps 11,000 might enter college A,
It would remain a fairly large, structured institution, staying pretty much in
its traditional mold. In other words, those status quo professors who still
wanted to lecture on the M-W-F routine could stay in college A. A B C grades,
class rank, G.P.A.'s, registration, and required textbooks could be retained;
those students who were satisfied with the present large, rigid university
system could have that choice as an alternative.

College B, on the other hand, could become a completely viable institution to
meet the demands of the students. Its 3-4,000 enrollment would retain some of
the features of the smaller college. It would have its own faculty. It could
operate on individualized instruction with great amounts of independent study.
It could eliminate grades and class rank; most prerequisites could be abolished.
Daily schedules could be developed; interrelated curricula and teams of instruc-~
tors would work together. Students could have heavy concentrations of off-campus
experiences through internships and problems courses and one-to-one conferances
with instructors. Requirements would be much more flexible and tailored to
individual goals. Quarters, semesters, summer school. would be replaced by the
12 month school. In other words, all the 69 changes listed in the glossary
would be part of college B, plus several additional ones which could be added
because of the age and maturity of the college students--and especially at the
graduate level,

Within college B (or a separate college C couid be formed, which might be a modi-
fication for about 1000 students), a different college C type program could be
established if desirable. For example, suppose in a large state college there are
some students who really wanted to go to a small private liberal arts college but
just couldn't afford it. Further, they did not want the rigid structure of a
large university, but did not care for the complete openness of college B. Would
it be wrong to pull out a small faculty-within-a-faculty to develop a compromise
program between open and closed organizations to meet the needs of 1000 students?
Since college students, including teacher education majors, at this moment in
their development need a Summerhill--a completely open type self-directed program.
Reaching these students through this type of option may have tremendous effect on
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the future of the United States. Many of them have certainly been potentially
or actually lost to present efforts to improve the North American society by
being driven out of the conventional system. Do we believe in alternatives in
America? Should students be penalized for lack of money when it is possible
to achieve the desired program within the present budget? Are state colleges
here to serve the student, or are the students here to serve the state college?

In applying this to teacher education, if colleges A and B were formed, and
perhaps college ¢, each could have their own teacher education program. For
example, college A could house those college professcors and those students who
still wanted to teach in the self-contained room, or with 5% minute periods,
rigid regulations, and all the rest. But those education professors and those
students who wanted a more open flexible system could enroll in college B where
they could receive their entire college training in an atmosphere similar to
that in which they hoped to teach. This would overcome one great obstacle
presently facing teacher education: the number of courses presently taken in
the school of arts and sciences. In some institutions, 80 per cent of the
courses, including the obsolete special methods, are taught outside the school
of =ducation. Thus even if the education professors change, they can effect
only 20 per cent of the student's program.

Then, too, isn't it amazing that to teach "grade 12" the instructor needs all
kinds of Mickey Mouse certification requirements, including many education hours;
the school of education professors usually have taken these too. But why can a
person teach 'grade 13" students, only three months older, in a liberal arts
institution, with no education courses and no state department certification
requirements? Something is completely false somewhere in the preparation of
learners—-teachers~consultants.

Now, what if the university refuses to split into two or more colleges, even if
the athletic officials are assured :nat all their star athletes can ~till play

for the university of 15,000: the university could have just one tt as now,
or it could have one team from college A in a "big time" conference 1 one from
college B in a "small time'" conference, or college B could eliminate otball in

favor of cooperation instead of competition--at any rate things lik ootball,
dormitories, shared building space, and all the other mechanics can e worked
out by committed leadership.

The school of education, by itself, can internally reorganize even ‘f the college
doesn't. One easy illustration provides for 70-80 per cent of the school of
education remaining structured; but the other 20-30 per cent of the professors
could set up their own school-within-a-school--called perhaps, the Center for
Personalized Education. The key would be that this small group of teachers and
students could set up a completely individualized teacher education program
within the limits of the hours they have the students. ‘

Thus many of the courses could be team taught in blocks of time with much inde-
pendent study and small groups and conferences by arrangement. If the staff can
be manipulated to the point that sociology, English, and other personnel from arts
and science course numbers can be used by instructors with majors in the field, .
much more of the students' programs can be taught in the center. Ultimately the
goal should be to make the center as personalized, flexible, and relevant as pos-
sible so that teachers can be trained by the same method they are expected to

use when they go out to teachj; if they want to work in an open school, they must
learn in an open environment. For years teachers have been told not to lecture
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to adolescents, while they as future teachers are being taught by the lecture
method. It is time for reform in teacher education.

No one knows for sure how future teachers-consultants-advisors—-counselors should
learn. How are warm empathetic bodies developed? How are they taught "indirect-
ness" as opposed to "direct' methods of teaching? How are they prepared for oune-
to-one relationships? Students select advisors on the basis of personality and
being able to get along with that adult. Fortunately, at this moment in educa-
tional improvement, there seem to be at least six major areas which can be identi-
fied as essential phases for training teachers to work in the open schools.

One definite area is that of learning about learning; adulits trying to help
students learn reaily need to understand the learning procesc—-not the theories,
bit what is the research. What do we know about learning-—about motivation and
reinforcement--what do we not know; how do we apply the knowledge in working with
youth? This area has been greatly neglected; it needs more than 3-6 credits
through lectures in educational psychology classes.

Another broad field is that of human relations. Heavy dcses 77 naded 0 soci-
ology and psychology, in group dynamics, in openness, and in knowiedge and
experience as related to how to interact with youngsters. Evaluations and
observations in this area--a screening of potential teachers——ought to be an
extensive part of the admission process.

A third need is that of individuzlization of instruction. This concentration
would eliminate all the former methods, special methods, audio visual and other
such courses. We are not talking about a 3 hour class, but a heavy concentration
on how to do it. Separate courses are not needed for each subject area--the
process is the same in most disciplines.

The fourth area involves at least a year of internship plus other school in the
community experiences. Students should work with youngsters all througn their
college career to help make certain that this is what they want. They can work
a quarter as teacher aides, a quarter as student interns, and a quarter as
resident interns, for example, in an oOpen school. They can work in orphanages,
on playgrounds, on Indian reservations, in ghettos--whergver relevant experience